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Abstract 
 Globalisation requires education to prepare students for an increasingly 
interconnected future and equip them with skills to be active global citizens. In Australia, 
the Melbourne Declaration (MCEETYA, 2009) suggests young Australians need to be 
Asia Literate and the Australian Curriculum emphasises Intercultural Understanding 
(ACARA, 2014d1). Whilst there is significant literature surrounding Australia’s 
connection with Asia and developing Intercultural Understanding, to date there has only 
been small-scale research exploring the practices of teachers and schools in developing 
relationships with communities in Asia. Much of this research focuses on Asian countries 
with significant economic ties to Australia such as China, Japan, Indonesia and India. This  
current research study takes an Australian perspective of how teachers and schools are 
establishing partnerships with smaller Asian countries, specifically Cambodia. Through a 
qualitative exploratory case study in two schools, this research identifies why Australian 
teachers are connecting their students with communities in Cambodia. A range of data 
such as artefacts and interviews was collected from teachers involved in extra-curricular 
activities linking students with Cambodian communities. This data was analysed to 
determine current practices and the rationales of teachers connecting their students with 
Cambodia. The study identifies a set of practices that enable engagement, as well as, 
limitations and barriers.   
                                                 
 
1 The researcher acknowledges that the Australian Curriculum has been updated in 2015, however, for 
the purposes of this research the 2014 Australian Curriculum resources have been used, as this is what 
the participants of the research had access to at the time of data collection.  
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Chapter 1: Introduction 
The purpose of this study was to explore the ways in which Australian teachers 
are connecting their students with communities in Cambodia and their reason(s) for 
establishing school partnerships. The first section of this thesis provides a personal 
background to the study from the researcher’s perspective. The next two sections of 
this chapter provide the context for the study and detail of the purpose of the study. 
The final section outlines the remaining chapters of the thesis. 
1.1 BACKGROUND 
Siem Reap 
She captured my heart when I first arrived 
She broke my heart as I learnt of her stories 
She uplifted my heart as I came to know her people. 
(Margaret Gillett, personal communication, 4th January 2012) 
As a primary school teacher my first experience travelling to Asia impacted 
greatly on me at both personal and professional levels. During 2011 and 2012 my 
parents served as volunteers in Siem Reap, through a network of friends, during a 
working holiday in Cambodia. They returned to Australia eager to tell me about the 
amazing schools, and inspiring teachers and students, with whom they worked. This 
sparked a personal interest to travel to the area to visit these schools. In 2013, I spent 
the summer holidays in Siem Reap sightseeing and volunteering at a semi-rural school 
on the outskirts of this city in north-western Cambodia. The experience was unique in 
that it was inspiring, fulfilling, challenging, frustrating and in stark contrast to my 
experience as a teacher in Australia.  
I returned to Australia eager to share my newfound knowledge and appreciation 
for Cambodian culture. I began looking to neighbouring schools for examples of how 
to establish school partnerships with communities in Asia and found, despite the 
current educational policy push for engaging with Asia, there was not an abundance 
of schools partnering with Cambodia. I also found that much of the literature on the 
topic focused on larger, more prosperous, Asian countries such as China and Japan, 
The BRIDGE project funded by the Asia Education Foundation highlighted outlined 
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the structure of school partnership programs in several nations, however not with 
Cambodia (AEF,2016). Despite an abundance  of programs as models, I established a 
Cambodia Club for students at my school, an inner-city state primary school in South 
East Queensland. The school is considered to be in a high-socio economic area as it 
has an above average Index of Community Socio-education Advantage (ICSEA) 
Value (Australian Curriculum Assessment and Reporting, 2014e). There were a 
number of interested students and families and the club was soon up and running. It 
was then I decided to enrol in the Masters of Education to investigate the issue of how 
and why Australian teachers were connecting their students with Cambodia in the 
current educational context, where there is little research to date.  
1.2 CONTEXT 
The case study research took place in two Australian schools and investigated 
extra curricular programs that were already established and linked their students with 
Cambodian communities. School One, a state primary school, ran a weekly afterschool 
club based on a pen pal relationship with a partner school in Cambodia. School Two, 
a non-government single sex high school, ran an annual immersion program to two 
Cambodian communities. Both schools are situated in an inner-city suburb of a capital 
city and both have an above average ICSEA value (ACARA, 2014e), therefore, these 
schools can be considered as having an above average household income and level of 
parent education. The research focused primarily on the teachers involved with the 
programs and investigated how and why they were implementing the programs linked 
with Cambodia. It also investigated the influence current policy and curriculum 
emphases have on the programs. The research question that drove this investiga t ion 
was: How and why are Australian teachers connecting their students to Cambodian 
communities? 
Globalisation has been significant in shaping education practices in many 
nations, including Australia. According to Rizvi & Lingard (2010) “globalisation has 
affected education policies of all types” (p.  96) and it has also influenced governments 
to pursue national curricula reforms linked to national economic productiv ity. 
Currently in Australia the Melbourne Declaration on Educational Goals for Young 
Australians (Ministerial Council for Education, Employment, Training and Youth 
Affairs [MCEETYA], 2008) outlines two goals for the education of all young 
Australians:  
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x Goal 1: Australian schooling promotes equity and excellence 
x Goal 2: All young Australians become: 
o successful learners 
o conﬁdent and creative individuals 
o active and informed citizens. (MCEETYA, 2008, p.  7) 
The Melbourne Declaration is the agreed policy that informs the current 
Australian curriculum project, and all other national and state initiatives for the future 
direction of education in Australia. The goals outlined by the Melbourne Declaration 
highlight a holistic approach to education, a notion which underpins this research. In 
the context of this research a holistic approach is defined as a variety of approaches, 
purposes and contexts. More specifically the goal of fostering active and informed 
citizens draws upon the focus areas of this research, Global Education and Values 
Education. Following this Declaration, the Australian Curriculum was developed in 
three phases for implementation across all Australian states and territories (ACARA, 
2014f). The Australian Curriculum has been written:  
To equip young Australians with the knowledge, understanding and skills that 
will enable them to engage effectively with, and prosper in, society, to 
compete in a globalised world and to thrive in the information-rich workplaces 
of the future.  (ACARA, 2014f, p.  28) 
Both the Declaration and the Curriculum clearly outline the future directions of schools 
and highlight explicitly that young Australians need to be ‘Asia Literate’ (ACARA, 
2014f, p.  18; MCEETYA, 2008, p.  4).  It is this focus on Asia Literate young 
Australians that this research investigated. The development of this most recent 
statement on Australian education goals and the first national curriculum in Australia 
are indicative of the ways in which global and regional contexts shape expectations of 
schooling. Concomitantly, they also reflect broader curriculum emphases and 
initiatives in Australian education. This study is concerned with those initiatives which 
impact directly on the Humanities and Social Sciences aspects of curriculum, in 
particular, Global Education (Chapter Four), Values Education (Chapter Five), 
Intercultural Understanding (Chapter Five) and Australia’s engagement with Asia  
(Chapter Four).   The epistemological basis for these four curriculum emphases is 
explored further in the literature review.   
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1.3 PURPOSE 
The purpose of this research was to identify how and why teachers are 
connecting their students with Cambodia. It is intended that this research will add to 
the current body of research concerned with engaging young Australians with Asia in 
the present educational context. The focus on teacher-facilitated partnerships with 
Cambodia will address the gap in knowledge of how teachers are connecting their 
students with smaller countries in Asia, such as Cambodia. This research addresses the 
question, how and why are Australian teachers connecting their students with 
Cambodian communities? 
1.4 THESIS OUTLINE 
This thesis has been structured to introduce the research focus and provide an 
understanding of the background and context for the proposed study. The literature 
review outlines four key areas that impact on the engagement of young Australians 
with Asia within schooling. These key areas are Global Education, Values Education, 
Intercultural Understanding and Australia’s connection with Asia. The literature 
review then discusses the role of teachers in addressing and incorporating these broad 
topics. Finally, the literature review focuses on Cambodia, providing a brief overview 
of the country’s history and current socio-political circumstances before exploring the 
possibilities and benefits of teacher-facilitated partnerships between Australian 
students and Cambodian communities. The structure of the literature review is 
demonstrated in Figure 1.1.  
 Chapter 1: Introduction 5 
 
Figure 1.1 Structure of Literature Review 
 
Following the literature review, the Methodology chapter (Chapter Three) 
outlines the conceptual framework for the research design and describes the case study 
approach. The role of the participant researcher is detailed and the participant selection 
process outlined. The chapter then describes the data collection and data analysis 
methods. Consideration of ethics, limitations and problems that have arisen in the 
research conclude Chapter Three.   
The introduction, literature review and methodology will outline the current 
context, the existing knowledge and the research design for addressing the research 
question of how and why Australian teachers are connecting their students with 
Cambodian communities. The following chapters present the findings and analysis of 
the data through four areas: Program Overviews, Global Education, Values Education 
and Intercultural Understanding and finally the role of teachers. The concluding 
chapter identifies limitations of the study, presents the findings and offers 
recommendations from the research to shape future planning of school partnerships 
and possible further research.  
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Chapter 2: Literature Review 
Education in Australian schools is shaped by the Melbourne Declaration 
(MCEETYA, 2008) and the Australian curriculum (ACARA, 2014a). The Melbourne 
Declaration signalled the beginning of a national education reform agenda (Reid, 
2009) and set the goals for education, teaching, curriculum and assessment in all 
phases of schooling and post-school training in Australia. The Australian Curriculum, 
the first national curriculum to be developed in this country, is required to deliver on 
the Melbourne Declaration’s goals,  
x Goal 1: Australian schooling promotes equity and excellence 
x Goal 2: All young Australians become: 
o successful learners; 
o conﬁdent and creative individuals; and 
o active and informed citizens. (MCEETYA, 2008, p.  7) 
 This chapter addresses four key curriculum emphases that have received 
prominence in the lead up to this new education policy environment.  First, Global 
Education is explored, then Values Education and Intercultural Understanding are 
addressed and the links between them extrapolated. Australia’s engagement with Asia 
is outlined prior to an overview of current policy in Australian education. The pivotal 
role of teachers in drawing on these emphases is then briefly examined before focusing 
on the potential of Cambodia as a possibility of teacher-facilitated school partnerships 
with Australian students.  
2.1 GLOBAL EDUCATION 
The literature on globalisation as a process reshaping the contemporary world 
through the flow of ideas, capital and people is extensive. Heater (2002) refers to issues 
in relation to identity, law, social and environmental matters, and political citizenship. 
Similarly, a number of “globalizations” regarding different spheres and themes are 
emphasised in the literature in relation to politics, economics and culture (Isin and 
Wood, 1999; Featherstone, 1995; King, 1991). Globalisation requires education to 
prepare students for an increasingly interconnected future and equip them with skills 
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to be active global citizens. As Halse and Baumgart (1996) highlighted almost two 
decades ago: “education is a key tool in bringing about global change and in providing 
an understanding of the relations and inter-relationships between different cultura l 
worlds” (p.  39). Whilst culture is a “slippery, even a chaotic concept” (Smith, 2000, 
p.  5), Henderson (2004) identifies two broad perspectives that can be identified in the 
literature on approaches to teaching about culture and the possibilities of intercultura l 
relations. These approaches draw from the traditional school of anthropology, which 
emphasised the unity of human kind as well as its diversity (Kessler 1991), and from 
the Geertzian (Geertz 1973; 1983) notion of culture as a collective way of life which 
is bound and discrete.  Such conceptualisations of knowing culture are as a distinct 
entity, and as a source of commonality can be identified in the literature on Global 
Education and Asia literacy (Henderson, 2004). It could be argued that a combination 
of both approaches is required in order to secure quality Global Education, as 
Intercultural Understanding encompasses the cognitive and affective domains (Chen 
& Starosa, 2000).   For the purposes of this research study, culture is defined as “the 
framework and substance of a social group that comprises its activity, traditions, 
values, rules, identity and beliefs” (Dunkley, 2009, p.  1).  This will be addressed in 
sections 2.3 and 2.4 of this literature review. 
There has been a range of qualitative and quantitative research into the 
development of Global Education as an overarching concept that provides coherence 
to a number of related fields since its first focus on world studies (Dyer, 2015; Greig, 
Pike & Selby, 1987; Heater, 1980; Tye, 1999) and its most recent manifestation as 
global citizenship education (Davies, 2006; Davies & Pike, 2009). For the purpose of 
this research study, the term Global Education encompasses both definitions and draws 
upon the Global Perspectives Framework  (Curriculum Corporation, 2008) definit ion 
of Global Education (Curriculum Corporation, 2008) and the multidimensional notion 
of citizenship. Cogan and Derricott (2000) outlined that multidimensional notions of 
citizenship can be affected by personal, social, spatial and temporary situations. For 
the purposes of this research study the term Global Education refers to the policy and 
practices of education systems, schools and teachers that recognise Australians as 
members of a global community and enables young people to develop skills to 
participate in shaping a better shared future. Global Education emphasises the 
development of a sense of self and appreciation of cultural diversity, the development 
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of relationships with others, peace building and social justice. The promotion of open-
mindedness and a predisposition to take action for change is at the centre of Global 
Education (Curriculum Corporation, 2008). 
There is a large body of research into Global Education from a range of 
viewpoints. Whilst some research focuses on the quality and effectiveness of global 
education programs (Harthorn & Davison, 2008; Mundy & Manion, 2008), others 
investigate how teachers’ values, beliefs and experiences equip them to implement a 
global perspective into their curriculum (Harshman & Augustine, 2013; Osler, 2011; 
Schweisfurth, 2006). Further research also investigates how to measure an individua l’s 
global perspective (Merril, Braskamp & Braskamp, 2012). This range of previous and 
current research demonstrates the prioritisation of Global Education in recent years at 
an international level. This body of literature is reviewed in the following section in 
the context of education in Australia.  The research that focuses specifically on 
teachers’ perspectives and the impact of teachers is addressed in section 2.7. 
Global Education is not a new trend, as it has evolved during the last century. 
Dyer (2010; 2015) tracks the development of the term global education from its early 
beginnings in the United Kingdom in the 1930s where it focused on internationa l 
understanding and education approaches that aimed to secure a peaceful and secure 
world following the devastation of the First World War. Global education evolved 
through the 1960s and 1970s to focus on global inequality and poverty; this signif ied 
a shift towards participatory action and positioned education with the responsibility 
for generating solutions to problems. This notion of participation continued as the 
interconnectedness and interdependence of nations was recognised and global 
education became influenced by critical pedagogy (Hicks & Holden, 2007). In 1988, 
Pike and Selby, from the UK, proposed a Global Education model which guided the 
inclusion of Global Education into school policies and practices. Dyer (2015) has 
outlined how this model paralleled development in Values Education in schools, 
discussed in the next section, because it responded to social justice issues, temporal 
and spatial dimensions and incorporated local and global interconnectivity. A 
definition in the current context states, “Global Education is a curriculum approach 
responsive to social, political and environmental contexts; participatory in focus; and 
concerned with social justice and human rights issues” (Dyer, 2010, p.  5). 
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In her recent analysis of the different patterns of emphasis across the field of 
global education and in the related (but different) field of global citizenship education 
via key texts and significant authors, Reynolds (2015) concluded that a focus on 
communication emerged as a common theme: "(m)ost articles focused on the 
importance of building communication across people, groups and nations " (p.  37). A 
focus on responsiveness and communication was reflected in the Global Perspectives 
Framework (Curriculum Corporation, 2008).  This Australian framework emphasizes 
that at the heart of global education is the enabling of young Australians to participate 
in shaping a better, shared future as they are connected to the whole world by ties of 
culture, economics, politics, enhanced communication, travel and a shared 
environment (Curriculum Corporation, 2008, p.  2). The Global Perspectives 
Framework, developed in 2002 and revised in 2008, provided guidelines for 
approaches to Global Education in Australian schools. The document highlighted that 
although Global Education has a distinctive framework with five learning emphases; 
it has shared commonalities with other Australian education priorities. The term 
‘education priorities’ refers to curriculum or non-curriculum emphases, which are 
focused on by key stakeholders in education, primarily through policy and funding, 
and can change over time. One of the education priorities with which it has 
commonalities is the emphasis on creating Asia Literate young Australians. This is 
outlined in the National Statement for Engaging Young Australians with Asia in 
Australian Schools (Curriculum Corporation, 2006) that identifies the significance of 
Asia for Australia and the specific knowledge, understanding, values and skills 
required for achieving Australia’s engagement with Asia. Despite some commonalit ies 
between the two curriculum emphases, however, the focus on developing Asia 
Literacy has developed independently of the Global Education focus and is explored 
separately in section 2.5.2. 
The Global Perspectives Framework  was originally supported and funded by the 
Australian government through its Overseas Aid program, AusAID, via a range of 
Global Learning Centres located across Australia through the Global Education 
Program. The program was considered significant in informing the practice of teachers 
in Australia (Dyer, 2015) in an era when, internationally, “many of the perceived 
implications of globalisation suggest a challenging and significant role for teachers in 
a time of change” (Holm and Farber, 2002, p.  1). Dyer argues that the Global 
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Education Program “recognised the critical role teachers play in any curriculum 
change” (Dyer, 2015, p.  8). However, the Australian Government ceased funding the 
program in December 2014, prompting questions about how teachers will continue to 
access the professional development required to implement this approach in schools.  
Teachers’ perceptions of Global Education will be explored in section 2.7. 
2.2 VALUES EDUCATION 
The significance of Values Education and Intercultural Understanding are 
highlighted as key focus points for education in Australia and internationally. Both 
curricula emphases figure prominently in Australian education policy and related 
documents. The following two sections will define Values Education and Intercultura l 
Understanding separately and also outline key research in both areas. The links 
between the two concepts are considered in the context of current Australian 
education.  
The term Values Education falls under several related classifications such as 
Moral, Character or Ethics Education. Each of these terms are used internationally and 
represent a growing emphasis in education that schools and teachers should be 
addressing the range of values held by individuals and societies. There have been two 
broad approaches to Values Education in Australia which were described in the 2003 
Values Education Report: 
The first approach, commonly called character education, concentrates on the 
development of particular attributes or ‘virtues’; and the second places 
emphasis on reasoning, problem-solving, and critical thinking ... the former 
values transmission and placed emphasis on shared or approved values, 
whereas the descriptive approach, by contrast, emphasises the ways of 
thinking and reasoning children need to acquire if they are to be morally 
educated. (Curriculum Corporation, 2003, p.  175)  
The historical context for the production of this report is outlined in the following 
section before more findings from this report are explained. Historically there had been 
a view that schools should be values-neutral although this was often contested. Lovat 
(2009) outlines the significant research that took place through the mid-late 1990s into 
the role of schools in teaching values and states that this research ended the argument 
that schools should be values-neutral as the findings were that schools are not and 
cannot be made values-neutral (Lovat 2009). Lovat identified this research as a catalyst 
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for every state and territory in Australia to re-state the view that public education’s 
charter includes responsibility for personal integrity and social justice through 
government reports and academic and professional literature (Lovat, 2009, p.  xii).  
This focus on Values Education led to the Values Education Study in 2002-2003 
endorsed by the body representing all state and territory Education ministers and the 
Australian Government, the Ministerial Council on Education, Employment, Training 
and Youth Affairs (MCEETYA). This was a large scale research project comprising 
action research in schools through a range of case studies based on 50 funded projects 
across all sectors of education, a comprehensive literature review, focus groups and 
online surveys (Department of Education, Science and Training [DEST], 2003). The 
definition of the term Values Education as utilised in this Australian study was:  
Values education’ is broader [than simply the explicit, conscious attempt to 
teach about values] and refers to any explicit and/or implicit school-based 
activity to promote student understanding and knowledge of values, and to 
inculcate the skills and dispositions of students so they can enact particular 
values as individuals and as members of the wider community. (Curriculum 
Corporation, 2003, p.  2) 
The Values Education Study was the largest research project undertaken into Values 
Education in Australia and its purpose was to inform and instruct the development of 
a national framework for values. One of the key statements in the report was that 
“schools are not value-free or value neutral zones of social and educational 
engagement” (Curriculum Corporation, 2003, p.  12) refuting the scepticism held about 
schools being values-neutral (Lovat, 2009). In the study’s Executive Report 
MCEETYA also noted:  
x education is as much about building character as it is about equipping 
students with specific skills; 
x values-based education can strengthen students’ self-esteem, optimism and 
commitment to personal fulfilment; and help students’ exercise ethical 
judgement and social responsibility; and  
x parents expect schools to help students understand and develop personal and 
social responsibilities. (DEST, 2003, p.  10)  
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This study established the need for education systems to implement explicit and 
implicit curricular approaches to implementing Values Education.  
The focus on the importance of Values Education was strengthened by the 
National Framework for Values in Australian Schools (DEST, 2005), which was 
endorsed by the MCEETYA. This framework outlined nine values for Australian 
schooling (DEST, 2005, p.  4). The vision of this framework was that all Australian 
schools provide values education in a planned and systematic way by:  
x articulating, in consultation with their school community, the school’s 
mission/ethos;  
x developing student responsibility in local, national and global contexts and 
building student resilience and social skills;  
x ensuring values are incorporated into school policies and teaching 
programmes across the key learning areas; and 
x reviewing the outcomes of their values education practices. (DEST, 2005: 
p.  3) 
The implementation of this framework was followed by stages of funding for school-
based research projects. A recent publication Values Education and the Australian 
Curriculum by the Department of Education, Employment and Workplace Relations 
(DEEWR) outlined the findings of these three reports (DEEWR, 2011).  The first 
report on findings from this research, Implementing the National Framework for 
Values Education in Australian School, (Zbar & Toomey 2006) asserted tentative good 
practice principles. The second report, At the Heart of What We Do: Values Education 
at the Centre of Schooling, (Bereznicki, Brown, Toomey, & Weston, 2008) also 
focused on teaching practice and consolidated ten principles of good practice  
(Appendix A). The third and most recent report Giving Voice to the Impacts of Values 
Education, (Hamston, Weston, Wajsenberg, & Brown, 2010) focused more on the 
impact of values education and found that it led to five key impacts on student learning; 
values consciousness, wellbeing, agency, connectedness and transformation. 
Examples of these impacts reported in the research are summarised in figure 2.1.  
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(Summarised from Hamston, et al., 2010) 
Figure 2.1 Impacts of Values Education  
These impacts on students demonstrate the enriching potential of Values 
Education. Such initiatives focusing on Values Education in Australia are described 
by Lovat and Clement (2008) as part of a worldwide resurgence in values education. 
They stated that “the enterprise of education is intrinsically values laden and therefore 
it [values education] is instrumental in the values formation of the student” (Lovat & 
Clement, 2008, p.  273). 
This research in the Australian context establishes the need for a values focus in 
education and led to the development of related government policy. The recognit ion 
of the importance of values that stemmed from this research is evident in four of the 
seven Australian Curriculum general capabilities: critical and creative thinking; 
personal and social capability; ethical understanding; and intercultural understanding 
(ACARA, 2014c). The general capabilities of the Australian curriculum are explored 
further in section 2.6.4. One of these general capabilities, Intercultural Understanding, 
can be viewed as intrinsically linked to Values Education. This is now explored in the 
next two sections.  
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2.3 INTERCULTURAL UNDERSTANDING 
Intercultural Understanding is a broad term, yet it is generally accepted that 
intercultural understanding encompasses both cognitive and affective domains (Hill, 
2006; Perry & Southwell, 2011).  Sometimes in curriculum documents there is a 
narrow understanding of what it encompasses and the international literature 
suggests that teachers’ lack of knowledge and confidence in dealing with 
intercultural, cross-cultural regional and global issues are often cited as reasons why 
they fail to embed cultural and global perspectives into their teaching (Andrzejewski 
& Alessio, 1999; Holden & Hicks, 2007; Yamashita, 2006). Often there is a 
misconception that simply learning content about other cultures develops 
intercultural understanding. Interest in this notion is not new, and in emphasising this 
point, Hassim (2013) refers to a range of research as far back as the 1940s into 
intercultural education and, more recently, educating for Intercultural Understanding. 
Interculturality is distinct from multiculturalism as outlined by the UNESCO 
Guidelines on Intercultural Education 
In order to strengthen democracy, education systems need to take into account 
the multicultural character of society, and aim at actively contributing to 
peaceful coexistence and positive interaction between different cultural 
groups. There have traditionally been two approaches: Multicultural 
Education and Intercultural Education. Multicultural Education uses learning 
about other cultures in order to produce acceptance, or at least tolerance of 
other cultures. Intercultural Education aims to go beyond passive coexistence, 
to achieve a developing and sustainable way of living together in multicultural 
societies through the creation of, respect for and dialogue between the 
different cultural groups. (United Nations Educational, Scientific and Cultural 
Organization. [UNESCO], 2006, p.  18, as cited in Hassim, 2015, p.  10) 
As noted, Hill (2006) recognises that Intercultural Understanding encompasses 
both cognitive and affective domains. Whilst elements from the cognitive domain such 
as knowledge of one’s own culture and knowledge of similarities and differences 
between cultures are important, they are insufficient for securing intercultura l 
understanding. Only with the additional elements of the affective domain, which 
promotes positive attitudes such as empathy and respect for cultures, is a more 
comprehensive approach for developing Intercultural Understanding possible 
(Hassim, 2013). The definition provided by the Department of Education, 
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Employment and Workplace Relations (DEEWR) in their Teaching for Intercultural 
Understanding: Professional Learning Program emphasises the importance of this for 
students, “Intercultural Understanding allows students to reach an evolving 
understanding of their own culture/s and to appreciate cultural diversity on a local, 
national and global level. It also enables them to appreciate the common ground that 
all people share” (DEEWR, 2009, p.  12).  
Hassim (2013, p.  11) contended there are four broad approaches to teaching for 
Intercultural Understanding, summarised in Table 2.1. The first two approaches can 
be considered  catalytic or ‘first steps’ phases and Hassmin (2013) argues that that 
most Australian schools currently operate within these two approaches. Hassim goes 
on to state that for transformative learning and meaningful engagement with culture , 
schools and teachers need to move into the second two approaches which go beyond 
knowledge building, incorporating critical thinking, empathy for different viewpoints, 
understanding social issues and taking action to address these (Hassim, 2013, adapted 
from Banks, 1999). 
Table 2.1  
Approaches to Teaching for Intercultural Understanding 
 
 
The four approaches outlined by Hassim are similar to those suggested by Liddicoat, 
Papademetre, Scarino and Kohler in their 2003 Report on Intercultural Learning as 
shown in Table 2.2. 
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Table 2.2  
Approaches to Teaching Culture 
 
 
Source: Liddicoat, et al. (2003) pp.  5-7 
  
These authors emphasised that the first three approaches may lead to a view of 
cultures as a “closed, final and fixed phenomenon and [that] the teaching imparts no 
learning which can assist learners to understand and participate in cultures as they 
change in different times, places and contexts” (Liddicoat, et al, 2003, p. 7). 
Underpinning these models is the view that “cultural competence is an on-going 
activity and journey of growth and development” (Perso, 2012, p.  22).  The authors 
provided a definition derived from Paige and Stringers’ (1999) work suggesting that: 
Culture learning is the process of acquiring the culture-specific and culture-
general knowledge, skills and attitudes required for effective communication 
and interaction with individuals from other cultures. It is a dynamic, 
developmental, and ongoing process that engages the learner cognitively, 
behaviourally, and affectively. (Paige & Stringer, 1999 in Liddicoat, et al., 
2003, p.  16) 
More recently, Hassim (2015) has outlined that the challenge of educating for 
Intercultural Understanding remains profound and suggests that it is perhaps not just 
Intercultural Understanding that educators should aim for, but rather the additions of 
intercultural competence and intercultural communication which both build upon 
Intercultural Understanding and “involve broader interpersonal and intra and inter -
group skills, as well as demonstrated empathy and tolerance of ambiguity” (Hassim, 
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2015, p.  19). In the academic literature the term intercultural competence is 
discursively employed to encompass the transformative processes of being able to 
interact constructively with people from diverse cultural backgrounds. From her 
Delphic study with a selected group of international scholars and administrators in the 
field, Deardorff (2004) identified key elements of intercultural competence. The 
definition of intercultural competence identified by selected scholars deemed most 
applicable was “the ability to communicate effectively and appropriately in 
intercultural situations based on one’s intercultural knowledge, skills and attitudes” 
(Deardorff, 2006, p.  247). Whilst the terms intercultural competence and intercultura l 
communication, are recognised as important, and sometimes used interchangeab ly, 
Intercultural Understanding is used for the purposes of this current research, given the 
focus on teachers’ work with students in schools during 2014. 
It can be understood from the literature on Intercultural Understanding in 
education (see for example: Banks, 2004; Hassim, 2013; Hill, 2006; Liddicoat et al., 
2003; Paige & Stringer, 1999) that it is an evolving concept which has a significant 
place in modern education. As Banks (2004) summarised, Intercultural Understanding 
needs to be viewed holistically, for it is more than learning about cultures; it involves 
embracing ideals of social justice, equity and transformation in education, together 
with those ideals linked closely with Values Education.  
2.4 VALUES EDUCATION AND INTERCULTURAL UNDERSTANDING 
In the Melbourne Declaration schools are identified as having a key role in 
“promoting the intellectual, physical, social, emotional, moral, spiritual and aesthetic 
development and wellbeing of young Australians, and in ensuring the nation’s ongoing 
economic prosperity and social cohesion” (MCEETYA, 2008, p.  4). As established 
earlier, there has been significant research to suggest that schools have a responsibility 
for the development of students’ social and moral development (Curriculum 
Corporation, 2003; Lovat, 2009; Hamston et al. 2010; MCEETYA, 2008). In Australia 
this was re-emphasised by the National Framework for Values Education in Australian 
Schools (DEST, 2005) and is more recently evident in the Australian Curriculum’s 
General Capabilities of Ethical Understanding and Intercultural Understanding 
(ACARA, 2014c). There are significant overlaps between the notions of Values 
Education and Intercultural Understanding. The Australian Curriculum identifies 
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Intercultural Understanding as one of seven general capabilities (ACARA, 2014c). 
Three elements are listed for the organisation of intercultural understanding; 
x recognising culture and developing respect; 
x reflecting on intercultural experience and taking responsibility; and 
x interacting and empathising with others. (ACARA, 2014d) 
These three organising elements demonstrate the contention that Intercultura l 
Understanding is not simply about teaching content or knowledge about a culture, but 
rather, making meaningful connections between cultures. The inclusion of this general 
capability in the current Australian curriculum demonstrates a values approach and 
encourages the development of reciprocal relationships with other cultures. It is the 
role of teachers to embed general capabilities throughout the curriculum, a topic 
explored further in section 2.6. The emphasis on developing respect, interaction and 
empathy with others is a notion that draws from a Values Education framework. This 
is indicative of the ways in which the Australian curriculum draws from the seminal 
focus on Values Education in Australia (ACARA, 2014f, p.  9) and the potential of 
this emphasis to enrich approaches to Intercultural Understanding.  
2.5 AUSTRALIA’S CONNECTIONS WITH ASIA 
As the Asian Century develops, the ways in which Australia engages with Asia 
involves a focus on political, strategic, economic, private enterprise and educational 
contexts. There has long been advocacy for Australia to engage with Asia in 
educational settings (Henderson, 2003).  The most recent government policies 
outlining this are the Melbourne Declaration (MCEETYA, 2008) and the White Paper, 
entitled Australia in the Asian Century (Australia in the Asian Century Taskforce 
[AACT], 2012). To ensure current and future generations of Australians are able to 
maximise opportunities during this time, it is widely argued that students need to be 
‘Asia Literate’ (Asia Education Foundation [AEF], 2012b). What constitutes an Asia 
literate person and how this might be achieved is influenced by government policy, 
educational contexts and research. Furthermore, Asia literacy is a contested term for it 
implies a meaning of literacy that goes beyond mastering specific skills to assume a 
notion of literacy as a form of social practice based in cultural knowledge and 
understanding and utilised in cultural contexts.   This section outlines the significance 
of the concepts Asian Century and Asia Literacy, and a brief political history of 
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Australia’s engagement with Asia together with recent policy on Australia’s 
engagement with Asia.  
2.5.1 Asian Century 
The term Asian Century arose in the late 1980s and refers to the 21st century as 
the time when Asian economies would eclipse those of America or Europe, and is used 
by countries around the world. It is popularly used to describe the expected dominance 
that Asian politics, economics and culture will have on the global stage (Hickey, 2013). 
The term refers to more than acknowledging the substantial economic growth of the 
region, but also to a rise in the Asia region’s political significance: 
Within the context of such political shifts [away from American and European 
dominance], Australia faces a range of strategic choices relating to the ways 
in which its geographic location within the Asia region might dictate its 
economic and political affiliations. (Rizvi, 2012, p.  73) 
It is widely accepted that the world is entering the Asian century and Australia is at a 
crucial point for developing strategies to engage with Asia (Rizvi, 2012). To ensure 
that Australia’s future engagement with Asia continues to prosper, it is suggested that 
Australians need to become ‘Asia Literate’. 
2.5.2 Asia Literacy 
The term Asia literate was first used in 1988 at the biennial conference of the 
Asian Studies Association of Australia in Canberra. In the conference address, ‘Asia 
literate’ was defined as: 
Our being proximate to Asia can only work to our advantage if our closeness 
persuades us that we must as a nation become ‘Asia literate’; that is, have a 
populace in which knowledge of an Asian language is commonplace and 
knowledge about Asian customs, economies and societies very widespread. 
Such knowledge will not help our performance just at the margins. It will be 
central to our ability to perform. (Fitzgerald, 1988, p.  12) 
This was the basis for the establishment of ‘Asia Literacy’, a concept which, from its 
beginning, was grounded in an Australian context and integrated two areas, Asian 
languages and broader Asian studies (Hughes, 2012). The term later appeared in 
several reports following being coined and was further defined in the 1994 Rudd 
Report “the range of linguistic and cultural competencies required by Australians to 
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operate effectively at different levels in their various dealings with the region – as 
individuals, organisations and as a nation” (Rudd, 1994, p.  ii). 
The definition of Asia Literacy is still contested in literature; however, Hughes 
(2012) highlights four key points summarising a range of definitions for Asia Literacy; 
x Asia literacy is an Australian term and policy initiative, promoting the study 
of Asia within Australia by Australian students. There is little evidence of 
the involvement of Asian governments or educators in Asia Literacy 
initiatives. 
x Asia literacy encompasses the learning of Asian languages and Asian 
societies which can be taught together in specific language courses or across 
parts of the curriculum. 
x Asia literacy is aspirational, a desired future state for Australian students. 
Asia literacy has been cast as a mass education outcome rather than a 
specialisation of selected students. 
x Asia literacy is delivered – and consumed – through formal places of 
learning. (Hughes, 2012, p.  3) 
Whilst this is only a summary of attempts to define Asia literacy, Hughes (2012) 
identified that further research is required into contexts where Asia literacy can be 
developed, other than formal learning institutions. It could be argued that the point of 
only being delivered through formal places of learning is reinforced by government 
policies advocating for the inclusion of Asia literacy focus in education settings.  
Although emphasis is placed on developing Asia literate students, it is also 
important to consider the views of teachers. In nation-wide research Australian 
teachers and principals were surveyed about Asia-literacy. The research study titled 
Asia Literacy and the Australian Teaching Workforce (Halse, Dyer, Kostogriz, Toe & 
Weinmann, 2013) found that 72% of respondents (n=675) commented positively that 
a benefit of a focus on Asia in the curriculum was the building of intercultura l 
understanding. Furthermore 73% of teacher respondents believed that a key feature of 
the ‘Asia literate teacher’ was its effectiveness in building intercultural understanding 
(Halse, et al., 2013). This signifies the impact perceived by teachers and principals that 
a focus on Asia and Intercultural Understanding has in schools. This research further 
explores the view of teachers in this area. 
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2.5.3 Political History 
The issue of Australia’s place in the Asian Century has long been a focus in 
politics. Henderson (2008) outlined the Hawke-Keating years (1983-1996) when 
government was: 
mindful of evidence of high economic growth in the Asian region, and 
concerned with missing out on a share of this, the Hawke government worked 
to build an institutional structure to secure sound interaction which was later 
taken up by Keating. (Henderson, 2008, p.  2) 
This highlights a substantial and continual length of time in Australia’s recent history 
where the federal government was focused on establishing a strong connection 
between Australia and Asia. Elias and Johnson (2010) also traced the politica l 
engagement with Asia through the era of Keating then continued on through the 
Howard and Rudd eras to examine the shift in focus of each government. They 
highlighted that the early 1990s focus of the Keating era concentrated on engaging 
with Asia because of its commitment to economic globalisation and multicultura lism 
based on the concept of a post-colonial Australia (Elias & Johnson, 2010, p.  2). 
Although then not yet Prime Minister, Rudd was a key player in assisting the 
government to enhance ties with Asia, chairing a report in 1994 on the implementa t ion 
of Asian languages in schools. This report emphasised the need for Australia to have 
an export culture which was ‘Asia Literate’ and recommended dramatic expansion in 
teaching of key Asian languages in primary and secondary schools (Rudd, 1994, p.  
106). Following this report, the National Asian Languages and Studies in Australian 
Schools (NALSAS) Taskforce was created and goals were set for 2006, to be reviewed 
on a quadrennial basis by the commonwealth government (Henderson, 2008).  
In contrast, Prime Minister Howard, sought to emphasise and embed Australia’s 
predominantly British heritage and traditional alliances, while still maintaining trade 
and other relations with the country’s Asian neighbours (Elias & Johnson, 2010. p.  2). 
Walker (2012) similarly suggested that Howard’s focus on Australia as its own entity 
carried the underlying message that Australians’ “primary obligation was to the 
country, not to the region” (Walker, 2010, p.  57). The political focus of this era 
enhanced the notion of Asia as ‘the other’ and Australia as a geographically close, but 
distinct entity of the region, and in some versions of conservative thought, that 
Australia’s identity is explicitly non-Asian (Elias & Johnson, 2012). This dualism 
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between Australians and their Asian others is a focus of Rizvi’s work (2012). Rizvi 
noted that despite three decades of postcolonial studies, the dualism implies “an 
instrumentalism that not only separates them and us, but also encourages Asia to be 
viewed instrumentally – as a means to our ends” (Rizvi, 2012, p.  74). Significantly 
for education in 2001, the Howard government reviewed the NALSAS strategy and 
found the initial goals were “overly ambitious” yet recommended commonwea lth 
funding should continue for a further quadrennial period in declining amounts to 
capitalise on the gains and further embed the strategy in Australian curriculum 
(Henderson, 2008). Despite this recommendation the Howard government terminated 
funding in 2002.  
The importance of the increasing Asian influence was highly emphasised in the 
Rudd government from 2007, a government which was frequently portrayed as “more 
Asia focused and more Asia literate, […] despite at times appearing to have a 
pragmatic approach or only a symbolic commitment to enhancing Australian ties with 
Asia” (Elias & Johnson, 2010, p.  4). 
2.5.4 Recent Policy Context 
The choices Australia faces in how to engage with Asia, referred to by Rizvi 
(2012), carry a weighty significance and have been a prime focus in recent years with 
several major policy implementations being undertaken to stimulate Australia’s 
engagement with Asia. These policies drive the development of educational 
curriculum to ensure future generations have adequate skills and understanding of 
Asian culture and language, promoting Australia as an Asia literate nation.  
The political debate over Australia in the Asian Century has continued to grow, 
as demonstrated when the Gillard government commissioned a White Paper entitled 
Australia in the Asian Century (Australian in the Asian Century Taskforce [AACT], 
2012). This outlined national objectives to be reached by 2025 and demonstrated an 
attempt by the Gillard government to secure Australia’s range of policy objectives in 
the region.  
Australia in the Asian Century 
The White Paper recognised the rise of Asia and the significance of its projected 
future impact on Australia to 2025. The report stated the ultimate goal was that, by 
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2025, Australia would be a more prosperous and resilient nation, fully part of the 
region and open to the world. It recommended action in five key areas: 
x a productive and resilient Australia economy; 
x building capabilities; 
x operating in and connecting to growing Asian markets; 
x building sustainable security in the region; and  
x developing deeper and broader relationships. (AACT, 2012, p.  5) 
The Building Capabilities section focuses primarily on improving education in 
Australia to match international academic standards. The paper explicitly mentions 
that four of the five highest-ranking PISA performers are in the Australasia region 
(AACT, 2012, p.  164). The Programme for International Student Assessment (PISA) 
is an international survey testing the skills and knowledge of 15-year-old students 
triennially which aims to evaluate education systems worldwide (Organisation for 
Economic Co-operation and Development [OECD], 2014). The document highlights 
that these areas are ‘outperforming’ Australia in education according to evaluative 
methods such as the PISA test. The rationale for the focus on improving Australian 
education standards is that Australia needs a world-class education system to compete 
on the world stage. 
In contrast to this competitive attitude towards other countries’ education 
systems is the way in which Asia literacy in schools is addressed. Several initiat ives 
such as the specialist schools and hubs set up in Queensland and Western Australia for 
Asian languages, the Australian Capital Territory in country immersion program for 
teachers, and the Engage with Asia program in Victoria have aimed to increase or 
improve Asia literacy in schools. However, issues limiting the success of these 
initiatives have been identified such as funding, implementation or training issues and 
the small-scale design (AACT, 2012, p.  168). 
 There are two objectives (of 25), outlined by the White Paper, specifically aimed 
at developing a national approach to schools’ engagement with Asia. The first is aimed 
at developing students’ cultural awareness of Asia and the second is aimed at 
developing access to Asian language skills. There is a strong emphasis throughout the 
White Paper that Asian language skills are important for future Australians. This 
 Chapter 2: Literature Review 25 
emphasis can be questioned, however as to whether it is focused on developing 
reciprocal relationships where both parties benefit, or an instrumentalist approach 
where the importance of language skills are primarily for economic gain through future 
business prospects.  
The section of the White Paper concerning ‘deeper and broader relationships ’ 
(Chapter Six) looks at the numerous ways that personal connections can be made 
between Australians and Asians. While many of the ways outlined in the paper do not 
directly impact upon school settings, the development of Asia literate Australians is 
seen as necessary for these connections to occur. The White Paper’s final objective is 
that Australia will have stronger, deeper and broader cultural links with Asian nations 
(AACT, 2012, p.  269) a notion which over-arches the inclusion of a focus on Asia in 
the curriculum. The White Paper also signalled a shift in terminology from Asia 
literacy emphasising an Asia capable workforce together with notions of cultura l 
competency. 
Following the change in federal government with the election of the Liberal-
National Coalition led by Tony Abbott in September 2013, the Australia in the Asian 
Century report was archived. Under the Abbott (7 September, 2013 - 14 September, 
2015), then Turnbull governments (15 September, 2015 - current), the focus on Asia 
in the education system is through the New Colombo Plan (NCP). Announced in 
December 2014 as a signature initiative of the Australia government, the NCP aims to 
lift the knowledge of the Indo-Pacific by supporting Australian undergraduates to 
study and undertake internships in the region.  The New Colombo Plan is a reverse of 
the 1950s initiative the Colombo Plan, which saw students from Asia undertake 
intensive study opportunities in Australia, and draws in the business and not-for-profit 
sectors across the region through the inclusion of internship and mentoring experiences 
for young Australian awardees.  Whilst this plan recognises the ongoing relationship 
between Australian and Asia, a critique could be that it is not a mutually benefic ia l 
program, as the benefits are primarily for Australian stakeholders. It does however go 
beyond a simple economic or political focus with the inclusion of not-for-profit 
sectors.  
Given the party-political nature and ever-changing landscape of Australian 
politics, engagement with Asia continues to be significant and it is clear that both 
major parties have a view on how Australia should engage with Asia now and in the 
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future. However, the implications of changes in government policies impacts directly 
on the future of education about and engagement with the countries and peoples of 
Asia in Australia, as does the allocation of government funding. For example, 
Australian Government ceased funding the Asia Education Foundation (AEF), on 1 
July 2015. This is despite the fact that the AEF has been one of the most significant 
drivers for embedding Asia in Australian education. Since 1993, the AEF has provided 
school leaders, teachers and schools with curriculum resources, professional learning, 
innovative programs and networks to develop what it now terms ‘Asia capability’ for 
Foundation to Year 12 students in Australian schools. Currently, the AEF is 
investigating the development of a subscriber or fee for service model to sustain its 
initiatives. The work of the AEF in terms of promoting Asia literacy, and now Asia 
capability, is addressed in the next section. 
2.6 CURRENT EDUCATION POLICY AND FRAMEWORK 
2.6.1 Melbourne Declaration on Educational Goals for Young Australians 
Released in December of 2008, the Melbourne Declaration on Educational Goals 
for Young Australians superseded the 1999 Adelaide Declaration on National Goals 
for Schooling in the Twenty-first Century (MCEETYA, 1999) and was developed by 
Education Ministers in collaboration with the Catholic and Independent schools 
sectors, following public consultation (MCEETYA, 2008). As noted earlier, this 
declaration set the direction for Australian schools for the proceeding ten years. The 
document dictates two goals for education: 
x Australian schooling promotes equity and excellence.  
x All young Australians become successful learners, confident and creative 
individuals, and active and informed citizens. (MCEETYA, 2008) 
To become active and informed citizens the Melbourne Declaration highlights that 
students need to be able to relate to and communicate across cultures, especially 
cultures and countries of Asia (MCEETYA, 2008, p. 9). The Asia Education 
Foundation (AEF) highlighted in its submission to the 2012 White Paper on Australia 
in the Asian Century that Ministers of Education agreed that understanding and 
engaging with Asia is a vital twenty-first century skill and essential to ensuring 
Australia’s place in this Asian century (AEF, 2012b). 
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2.6.2 National Statement for Engaging Young Australians with Asia in 
Australian Schools 
The National Statement for Engaging Young Australians with Asia in Australian 
Schools (Curriculum Corporation, 2006) was released in 2006 and also built upon the 
earlier Adelaide Declaration (MCEETYA, 1999). The statement recognises the 
current global context of education and the significance of Asia for Australians in the 
future. A combination of knowledge, understandings, values and skills are identified 
as being necessary to engage with Asia and the importance of these skills is well 
emphasised in the statement’s introduction.  
The statement links to other current educational priorities and outlines that by 
the end of their schooling young people in Australia would optimally know, 
understand and be able to: 
x understand Asia; 
x develop informed attitudes and values; 
x know about contemporary and traditional Asia; 
x connect Australia and Asia; and 
x communicate and interact effectively. (Curriculum Corporation, 2006) 
This statement reflects the recognition by the Australian government of the importance 
of a meaningful engagement with Asia. The importance of broad knowledge is 
recognised, but the statement clearly outlines that education has the responsibility for 
more meaningful development through intercultural understanding, connection and 
communication and the significance of developing informed attitudes and values. This 
statement reflects the intent of this research study to recognise the importance of policy 
and curriculum to achieve a broad understanding, but most importantly that 
meaningful relationships are key to enhancing educational opportunities for students 
in connecting to Asia.  
2.6.3 National Statement on Asia Literacy in Australian Schools 2011-2012 
Published by the Asia Education Foundation, the National Statement on Asia 
Literacy in Australian Schools 2011–2012 outlined the broad knowledge, skills and 
understandings required by all students to achieve Asia literacy in the context of 
existing policies and practices in teaching and learning.  The aim of the statement is to 
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advocate and acknowledge Asia Literacy in Australian schools and to articulate what 
is required to achieve this (AEF, 2011, p.  2). The statement addresses the changes in 
education since 2006 statement, outlined in section 2.6.2. It recognises the need for 
Asia Literacy as outlined in the Melbourne Declaration and also elaborates on ways 
in which the implementation of the Australian Curriculum is and will impact on Asia 
Literacy. The statement clearly outlines that a focus on the teaching of Asian languages 
is not enough and that a strong cross-curriculum studies of Asia will benefit young 
Australians:  
with a broad knowledge to develop intercultural skills and understandings to 
participate in, learn from, contribute to and engage confidently in diverse 
cultural environments at home and abroad and enrich their own and 
Australia’s creative, intellectual and social development. (AEF, 2011, p.  3) 
The statement lists six inter-related areas for sustained action: 
x Australian Curriculum;  
x Asia literate school leaders; 
x Asia literate teachers; 
x Asia focused classroom resources; 
x Asian Language education programs; and 
x Increased student, parent and community demand for Asia literacy. (AEF, 
2011, p.  3) 
This research has investigated the role of teachers in achieving Asia literacy. In 
doing so, it recognises that the above areas are so interconnected in the curriculum that 
one aspect cannot be addressed in isolation of others. The role of teachers is influenced 
by, and influences each of these areas (Henderson, 2015). This research also aimed to 
investigate the rationale for teachers connecting students with Cambodia, through the 
lens of Asia Literacy development.  
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2.6.4 Australian Curriculum3 
Developed by the Australian Curriculum, Assessment and Reporting Authority 
(ACARA), the Australian Curriculum aims to develop Asia literacy in two ways. One 
of the three cross-curricular priorities within the curriculum is ‘Asia and Australia’s 
engagement with Asia’; and as previously mentioned, it also lists Intercultural 
Understanding as one of seven general student capabilities (ACARA, 2014a). 
According to ACARA, cross-curriculum priorities and general capabilities are 
“addressed through learning areas and are identified wherever they are developed or 
applied in content descriptions. They are also identified where they offer opportunit ies 
to add depth and richness to student learning in content elaborations” (ACARA, 2014a, 
p.  1). 
Although it is a contested point of view, Stirling (2009) contended there is no 
need for a separate subject such as Asian Studies, and stated that a more effective 
approach is the systematic inclusion of Asia-related content and skills where 
appropriate across the whole curriculum. Using this approach, the Australian 
Curriculum identifies Australia’s engagement with Asia as a cross-curricular priority 
in all learning areas, across all grades (ACARA, 2014a). The organising ideas in the 
Australian curriculum concerning Asia are:  
x Asia and its diversity; 
x achievements and contributions of people of Asia; and  
x Australia-Asia engagement. (AEF, 2012a)   
These are broad concepts and it is the role of schools and teachers to incorporate these 
into the curriculum that is delivered to students (ACARA, 2014a). This current 
research is not focused on the curriculum delivered in classrooms but instead 
investigates how teachers incorporate these themes in extra-curricular activities. A 
critique of the Australian Curriculum when viewed through a Global Education focus 
is provided by Dyer (2015) who highlighted that despite recognition of the importance 
of Global Education and active citizenship, there is little focus on global citizenship in 
                                                 
 
3 The researcher acknowledges that ACARA has updated the Australian Curriculum in 2015, 
however, for the purposes of this research the 2014 ACARA resources have been used, as this is what 
the participants of the research had access to at the time of data collection. 
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the new Civics and Citizenship curriculum, which instead focuses more on a national 
focus, 
The current Australian curriculum’s introduction to Civics and Citizenship 
displays a national discourse of Australia’s system of governance and 
participation. It has little focus on the global dimensions of citizenship, and 
mentions of active and global citizenship and global community concerns are 
even more remote. (Dyer, 2015, p.  11)  
Dyer went on to highlight that the verbs used in the content descriptions that direct 
teaching activities included identifying, analysing and evaluating, but missing from 
this is the direction or encouragement to actually become active and informed citizens 
(Dyer, 2015). This contrast within the Australian curriculum, which is an evolving 
(online) curriculum, is evidence of the complex and multifaceted nature of the ways in 
which education draws upon Global Education, Values Education, and Intercultura l 
Understanding in leading education about Australia’s connection with Asia.  
The way in which Australia views, represents, interacts with and engages with 
Asia is varied and complex, however too often, the notion of connecting with Asia is 
based on economic or political reasoning. Halse (2015, p.  14) referred to the notion 
of Asia literacy as the ‘solution’ to connecting with Asia as a “wicked policy problem”. 
Such policy problems are those which are so complex that it is impossible to find an 
easy solution or resolution (Garrick, 2011). Rizvi (2015, p.  57) contended that Asia 
literacy should not simply be conceptualized in terms of learning ‘about’ Asian 
cultures and languages but rather “about teaching and negotiating the possibilities of 
intercultural relations”. Similarly Hassim (2015) noted: 
The stability and security of Australia’s economic and political future should 
not be the only reasons why students need to learn about Asia and Australia’s 
engagement with Asia. Surely, there must be great educative and personal 
value to be gained from this, with potential links to social and citizenship 
education being of particular importance. (Hassim, 2015, p.  14) 
Hassim (2015) argued that Australian education must conceptually shift the discourse 
on Asia learning, emphasising more the human elements and connections rather than 
just adding Asia content to the curriculum. He has suggested that the processes of Asia 
learning need to reference global citizenship to achieve “teaching and learning that 
tackles the deep seated reasons behind the evolution of Australia’s engagement with 
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Asia over time and critically questions how this engagement needs to develop into the 
future” (Hassim, 2015, p.  23). Similarly Rizvi has argued that we need to develop in 
our students forms of self-reflexivity 
 about how our identities are historically constituted but are socially 
dynamic … and how his understanding is necessary to develop cultural 
relations that transcend instrumentalism and are informed instead by a moral 
discourse that view Asian cultures in their own terms and not simply as the 
means to our economic and strategic ends. (Rizvi, 2015, p.  67) 
It is this self -reflexive and transformative view of Asia learning that is at the heart of 
this research, and the primary focus is the role, viewpoints and intentions of teachers.  
2.7 THE ROLE OF TEACHERS 
The role of teachers in providing education based on the four curriculum 
emphases of Global Education, Values Education, Intercultural Understanding and 
Engaging with Asia cannot be underestimated. As Dyer (2010) stated, “approaches to 
global education have moved from primarily content approaches to include an 
emphasis on teachers as agents of implementation” (Dyer, 2010, p.  4). This highlights 
that the role of the teacher is no longer to deliver facts and figures when discussing 
other cultures, but rather provide opportunities for students to take part in 
transformative practices which develop a range of values and understandings.  
Furthermore, as Lovat (2009) suggested, the belief that teachers make a 
difference in Values Education is premised on teachers’ capacity to make a difference 
by engaging students in the sophisticated and life-shaping learning of personal moral 
development (Lovat, 2009 p.  11). Dyer (2010) is a strong advocate for teacher 
preparation for teaching Global Education; she has argued that teachers should have a 
bank of meaningful experiences (based on travel experiences) as this adds richness to 
teaching and learning experience. Without such meaningful experiences, Dyer (2010) 
suggested that teachers may unintentionally provide a narrow or stereotypical view of 
cultures, further enhancing a view of cultures as ‘the other’ in stark contrast to the aims 
of developing Intercultural Understanding. This research is based on teachers and 
school staff who have undertaken travel and the argument Dyer puts forward is aligned 
with that of the researcher.  
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There has been research undertaken internationally into the attitudes, importance 
and understanding of teachers towards global and values education (see for example: 
Iverson & James, 2010; Rapoport, 2005; Robbins, Francis & Elliot, 2003) and the 
findings of this research support the claims made by Dyer (2010), that teachers are 
sometimes ill-equipped to educate students in global and values education resulting in 
shallow or stereotypical viewpoints being sustained. As described by Irina Bokova, 
the Director General of United Nations Education, Scientific and Cultural 
Organization (UNESCO), “teachers are the single most influential and powerful force 
for equity, access and quality in education” (UNESCO, 2014, p.  1). This notion 
highlights the significant impact teachers in Australia can have when connecting their 
students with Asia. This study aimed to find out teachers’ perspective as to what 
importance they place on their role in programs connecting students with Asia.  
The importance of the role of teachers is also highlighted by Henderson (2010), 
who argued, “beginning teachers must be prepared to engage with cultural difference 
in the classroom and able to deal with its values dimensions” (Henderson, 2010, p.  
145).  Henderson acknowledged that many current teachers do not have the required 
skills to utilise cultural frameworks, or a substantial knowledge of issues relating to 
the interaction between Australia and Asia and attributes this to the post-war Euro-
centric and Anglo-centric impact on education.  The concern with teachers being 
unfamiliar or underprepared to teach students about global issues and cultural contexts , 
is that it could lead to a shallow or token approach to such issues, as outlined 
previously. This would prevent school students from having opportunities to engage 
meaningfully in learning about, respecting and valuing culture.   
Research in Canada undertaken by Mundy and Manion (2008) investigated 
Global Education at a provincial, district and school level through document analysis 
and interviews (n=76) and found limited coordination between the three levels and 
little support for curriculum development or teacher training. This lack of curriculum 
development is somewhat in contrast to the findings of Schweisfurth (2006) who 
undertook a multiple case study research project in Ontario schools and found “that 
teachers who are determined to make global education a priority have found that the 
new Ontario curriculum guidelines have given them plenty of opportunities to do so” 
(2006, p.  41). 
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 In the multiple case study research undertaken by Schweisfurth she stated that 
she used ‘exceptional cases’, explaining that participants were selected after being 
identified as doing exceptional work in the focus area by their peers. This sampling 
technique could explain the differences in findings, and is supported by another finding 
of Schweisfurth’s (2006) research which was that the participants identified as being 
at odds with their peers and that other teachers did not feel the same way about the 
curriculum. Schweisfurth suggested that “where teachers are highly motivated and 
supported in pursuing goals which they consider important – global citizenship 
learning in particular – they had the agency to do so” (Schweisfurth, 2006, p.  41). The 
current research sought to gain insight into how and why teachers establish connection 
for their students with Cambodian communities, and whether the issues of curriculum 
support and teacher training are similar to or different from those found by research in 
Canadian schools.  
The challenge for teachers in Australia is to implement Global Education and 
Values Education principles into their teaching, embed Intercultural Understanding 
practices and align these with the national push for Engaging with Asia. The role of 
the teacher is pivotal in providing the opportunity for meaningful and engaging 
learning opportunities and enhancing the capabilities of students. Researchers such as 
Clandinin and Connelly (1992), for example, claim that the teacher is an integral part 
of how the curriculum is constructed and enacted in classrooms. They argued that:  
Teachers and students live out a curriculum; teachers do not transmit, 
implement, or teach a curriculum and objectives; nor are they and their 
students carried forward in their work and studies by a curriculum of textbooks 
and content, instructional methodologies, and intentions. An account of 
teachers’ and students’ lives over time is the curriculum, although 
intentionality, objectives, and curriculum materials do play a part in it. 
(Clandinin & Connelly, 1992, p.  365) 
Given the significance of teachers in realising curriculum objectives in the classroom, 
the practicality of how teachers can achieve intercultural capacity for Asia engagement 
in Australian education is largely underrepresented in the literature. The following 
section addresses the possibility and potential for teachers to achieve this through 
forming partnerships with communities in Cambodia and discusses the influence of 
the issues outlined thus far in establishing such partnerships.  
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2.8 CAMBODIA 
The current research has focussed on how teachers connect their students with 
Cambodian communities. Initially, this was investigated because of the personal 
connection made by the researcher with the community of Kro bi Riel commune on 
the outskirts of Siem Reap, Cambodia. The researcher has undertaken several trips to 
the region and developed an informal school partnership through family connections. 
There is a range of reasons for teachers to connect their students with Cambodia. The 
rich and diverse culture and history of the country provides interesting and engaging 
content for students. Furthermore, Cambodia has undergone several decades of 
conflict as outlined by the United Nations:  
In the 1950s, French colonialism had given way to a period of political instability 
and civil conflict, exacerbated in the 1960s and 1970s by the spillover of the war 
in Viet Nam, including bombardment by United States forces. From 1975 to 
1979, the country suffered a vastly destructive regime under Pol Pot. The cities 
were emptied of their populations and the general mass of people were subjected 
to harsh labour and political re-education. It is estimated that more than 1 million 
people died in a brutal process of social reconstruction. Pol Pot's regime (the 
Khmer Rouge) was ended by the intervention of Vietnamese troops in late 1978 
and the installation of a new government in Phnom Penh.  (United Nations, 2015) 
The political turmoil continued in Cambodia from 1978 to 1992 when the United 
Nations Security Council implemented the United Nations Advance Mission in 
Cambodia (UNAMIC) in 1991 followed by the United Nations Transitional Authority 
in Cambodia (UNTAC) in 1992 which aimed to restore stable government, maintain a 
ceasefire, repatriate displaced persons and undertake de-mining efforts (United 
Nations, 2015). 
The recent turbulent history of the country provides an opportunity to engage 
students with the impacts of civil war and reconstructing democracy and the associated 
social issues such as poverty, government corruption, access to clean water and 
education. Also there are a high number of non-government organisations (NGOs), 
working in Cambodia, as it is one of the most aid-dependent countries in Asia (Suárez 
& Marshall, 2014). Examining these NGOs can provide unique insights into how 
foreign aid is managed and used to empower local groups. Suárez & Marshall (2014) 
highlighted the diverse range of NGOs and the capacity and impact they have in 
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Cambodia. Whilst it may be challenging for teachers to arrange, and some aspects of 
the reality of life in Cambodia may be confronting for Australian students, the 
possibility of connecting with Cambodia provides potential for meaningful 
engagement and authentic learning. Cambodia is one of several Asian countries that is 
not an economic ‘powerhouse’, and as a result is often overlooked for potential 
partnerships. Given the holistic approach to implementing cultural teaching and 
learning as outlined in this chapter, the economic potential should not be a determinant 
of any attempt at partnership. Indeed, the basis of Values Education as described in 
section 2.2 is one of inclusion. For this reason Cambodia is an ideal choice.  
Cambodia’s traumatic history, particularly over the last 50 years has had terrible 
consequences for its development and decades of conflict have impacted greatly on 
the lives of Cambodian people. Conditions are improving and the poverty rate has 
fallen from 47% in 1993 to 25% in 2010, however Cambodia currently remains one of 
the United Nations’ 49 least developed nations (United Nations Conference on Trade 
and Development [UNCTAD], 2012). According to the United Nations Office of 
Higher Representative for the Least Developed Countries (UN-OHRLLS) the 
population of Cambodia “lacks education and productive skills, particularly in the 
poverty-ridden countryside, which suffers from an almost total lack of basic 
infrastructure”. (UN-OHRLLS, 2013, para. 3) 
 Cambodia has a young population due to shorter life expectancies, the aftermath 
of civil conflict and the number of deaths associated with the Khmer Rouge period 
(1975-1979). Approximately half of the country’s 13.4 million people are under the 
age of 20, and 80% of the population live in rural areas (United Nations in Cambodia, 
2013).  The country faces challenges in improving its health, government, education, 
justice and infrastructure to improve the living conditions for its population. Weak 
human resource capacity constrains many areas of development similar to other 
developing nations; however it has been exacerbated by the loss of an entire generation 
of trained professionals during the Khmer Rouge period (AusAID, 2012). The 
Australia Agency for International Development (AusAID) identified in its 
publication Australia and Cambodia-From emergency relief to sustainable growth 
paper that Cambodia has ‘natural resources and strategic location to become a more 
prosperous, forward looking and self-sufficient nation playing a valuable role in the 
 36 Chapter 2: Literature Review 
region’ and insisted that in order for this to occur, substantial international support is 
required (AusAID, 2000, p.  1).  
2.8.1 Australian Aid Programs in Cambodia 
Some of the international Australian aid funding is dedicated to Cambodia’s 
recovery and development and the “desire to help a poor and war-ravaged nation to 
regain its stature within the region” (AusAID, 2000). Following the 1991 signing of 
the Paris Peace Accords, Australia announced the resumption of a bilateral aid 
program with Cambodia in 1992. In 2000 AusAID’s focus was on six sectors: 
x agriculture; 
x health; 
x education and training; 
x governance; 
x landmine action; and 
x food aid and refugee resettlement. (AusAID, 2000) 
The focus on these areas was intervention that would “address long term constraints 
to economic growth and more immediate humanitarian concerns” (AusAID, 2000, p.  
7). 
In the 2012 strategy paper Australia-Cambodia Joint Aid Program Strategy 
2010-2015 AusAID reiterated that the primary goal of Australia’s aid funding is to 
assist people in overcoming poverty. It identified that it also served Australia’s interest 
by “promoting stability and prosperity in our region and beyond” (AusAID, 2012, p.  
5). The slight change in focus identifies a shift towards recognising Australia as part 
of the Asian region and identifying the responsibility this position holds, a reflection 
perhaps of the focus on Australia’s place in Asia. The current strategy covers a wide 
range of funding for key aspects of development identifying four areas: 
x health; 
x agriculture and rural development; 
x infrastructure; and 
x justice sectors. (AusAID, 2012) 
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A notable difference in the focus from 2000-2012 is that education was no longer a 
key focus. AusAID addressed this by stating “we considered providing high assistance 
to other high-needs sectors, such as basic education, water and sanitation. However 
other development partners are already implementing major programs in these sectors” 
(AusAID, 2012, p.  10). 
Whilst education may not have been a key focus for funding it is still 
significantly represented in aid-funded programs. There is a strong emphasis on 
improving living conditions for women, and encompassed within that is ensuring equal 
access to education for men and women. Also emphasized, was the Australia Awards 
scholarship program, which is aimed at identifying future leaders in Cambodia (and 
other countries), and providing them with education opportunities in Australia or 
though Australian institutes (AusAID, 2012).  Significantly however, in September 
2013, Australian Government funding to Cambodia was considerably reduced when 
the Abbott Government absorbed AusAID into the Department of Foreign Affairs and 
Trade (DFAT). The Australia Awards are still offered to Cambodia, through DFAT 
funding (DFAT, 2015). This demonstrates that engagement with Asia can involve a 
range of interactions and is not restricted to countries of economic significance to 
Australia, as engaging with smaller countries such as Cambodia offer meaningful and 
culturally rich opportunities.  
2.8.2 Partnerships with Cambodia 
In recent years there has been an increase of research into the education system 
of Cambodia. This is in part due to the fact the country is now more accessible and 
open to foreigners. Foreign individuals or organisations have conducted almost all 
research into Cambodian education issues. Tan (2007) outlines three prevailing issues 
in the education system in Cambodia: low enrolment, high dropout rates and high 
repetition rates of students. Other issues highlighted by Tan are socio-cultural issues 
that hinder transparency, accountability and meritocracy (p.  23). Other research into 
the education system in Cambodia has focused on the effects of migration (Piau, 2009) 
and the use of technology (Richardson, 2011). This research highlights the interest and 
importance of improving the education system in Cambodia. However there has been 
little research that investigates how Cambodian schools connect with communit ies 
from other countries and the potential benefits of such partnerships.  
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Despite a commitment to Cambodia, there is a small amount of literature 
addressing how Australian schools form partnerships with Cambodian communit ies. 
Internationally there are such programs; Cowan (2009) details the Cambodian-
Canadian Classrooms for Change program run by Buryl Bernard. The purpose of this 
program is to “encourage Canadian kids to get involved in global issues by developing 
a personal connection with Cambodian students and raising funds to improve their 
educational opportunities” (Cowan, 2009, para. 2). 
Similarly, the Swanwick Hall School in the UK has developed a partnership with 
the New Future for Children school in Phnom Penh, Cambodia and is planning a tour 
with students to Cambodia “to allow students to see the fruits of their efforts and to 
continue building the links between the two organisations” (Trip to help Cambodian 
Children, 2014, para. 2). A school partnership between younger students from St 
Michael's Nursery and Infant School in Aylsham, UK and Pongro Primary School, in 
the Banteay Meanchey province of Cambodia demonstrates that even young students 
can benefit from such programs (Hamilton, 2003). An article written from the student 
perspective describes the CambCamb school partnership between schools in 
Cambridge, Massachusetts and the Cambridge School built in Cambodia through 
money raised in their hometown (Kalaher & Faris, 2011). This article highlighted the 
influence of global and values education on the worldview of students as young as ten 
years old.  
These programs are primarily described and publicised in newspaper 
publications, which raise awareness of the programs and usually are seeking donations 
from the wider community. There is however little academic research or literature 
available as to the purpose and specific practices of these programs. In Australia there 
are several organisations linked with Cambodia, through government and non-
government funding. Examples of such organisations include Help Cambodia 
Australia [HCA] which was formed to raise awareness of impoverished communit ies 
in Cambodia (HCA, 2015), Médecins Sans Frontières Australia (Doctors Without 
Borders) who provide treatment for malaria and tuberculosis (Médecins Sans 
Frontières, 2015) and projects undertaken by CARE Australia, which work on long 
term projects in education, health and rural development (CARE, 2015). However 
these are mostly based on fundraising and community development and not 
specifically linked with school partnerships. These organisations are important for a 
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country such as Cambodia, but do not directly link with forming reciprocal 
partnerships between Australian students and Cambodian communities.  
Within Australia there is growing interest and research in the development of 
school partnerships, most significantly the Australia-Asia BRIDGE school 
partnerships project which is a “teacher professional learning program that builds 
teachers' Asia capability through school partnerships” which is currently operational 
in 285 schools in Australia with 7 different countries in Asia (AEF, 2016).  
2.9 SUMMARY 
The current study concerns the exploration of how and why teachers in 
Australian schools are assisting students to develop relationships with communities in 
Cambodia. Current literature establishes the notion of the Asian Century, and the 
importance being placed by Australia on developing Asia literacy for future 
generations. There is research supporting, and policy encouraging school-to-school 
partnerships in Asia; however, there is little research around the method in which this 
is, or can be done, between Australia and Cambodia, despite Australia’s ongoing 
commitment to the nation. A better understanding of how schools are currently 
connecting can inform the practices of schools that may well endeavour to establish 
school partnerships in line with the 2025 goal set out by the Gillard government. This 
study is from a teacher’s perspective and sought to gain insight into the value that 
teachers place on connecting their students with Cambodia, and their rationale for 
doing so.  
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Chapter 3: Research Design 
The research undertaken was a qualitative case study of programs within two 
schools that connect with Cambodian communities. This chapter outlines the 
qualitative research methodology and provides a clear rationale for the research design. 
First, the research design is explained, and then the research participants are described 
and justified. The chapter explains the data collection process and the data analysis 
methods. Finally, ethical considerations and possible complications and limitations of 
the research are addressed.  
3.1 RESEARCH DESIGN 
While there are many different definitions of research, the underlying feature of 
any research is a systematic manner of inquiring or investigating an issue or 
phenomenon (Creswell, 2012). Having a good research design with a clear focus and 
research question is integral to producing research findings that are meaningful and 
reliable (Flick 2007). The current research investigated: 
How and why are Australian teachers connecting their students to Cambodian 
communities? 
To answer this research question three sub-questions were developed; 
x How are Australian teachers linking their students with Cambodian 
communities? 
x Why do they think their program is important? 
x What educational focus areas influence their program? 
3.1.1 Paradigms of Research 
Research questions belong in the social science realm as “education is a social 
activity… practitioners in the field deal with everyday concerns of peoples’ lives” 
(Merriam, 2009, p.  1). Research questions in social sciences stem from interest in 
knowing more about one’s practice and improving that practice (Merriam, 2009). 
Rather than being viewed in the traditional paradigm where knowledge is fixed and 
measured through structured experiments, research in social sciences is situated in the 
social constructivist paradigm (Guba & Lincoln, 1994). The research questions are 
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underpinned by the philosophy of constructivism or interpretivism, a worldview where 
participants “seek to understand the world in which they live and work” (Creswell, 
2007, p.  20).   
Given the nature of the research questions and the values-laden nature of the 
issue, a qualitative research design was chosen. As defined by Denzin and Lincoln 
(2011), qualitative research is a situated activity that locates the observer in the natural 
world. They state that qualitative researchers study things in their natural settings, 
attempting to make sense of phenomena in terms of the meanings people bring to them. 
This definition is echoed by Corbin and Strauss (2008), who explained that qualitat ive 
research allows researchers an inner experience of participants, to determine how 
meanings are formed, and to discover, rather than test, variables. As this research is 
concerned with values and intercultural understanding in education and insights from 
those individuals who participated in the study, a qualitative approach was the most 
appropriate research method. The research design aligned with the definitions given in 
literature, as the study was undertaken in the field, data was collected from the natural 
setting of schools where programs were already implemented and the researcher 
sought to establish the meaning and purpose given to the school programs by the 
individuals involved.  
3.1.2 Choice of Methodology 
According to Merriam, (2009, p.  4) research is typically divided into basic or 
applied research, where basic research is motivated by interest and aims to extend 
one’s own knowledge and applied research is then undertaken to improve practice and 
aims to influence administrators and policymakers. Merriam (2009, p.  4) posited that 
evaluative and action research methods are an aspect of applied research. Patton (2002) 
highlighted five main types of research that fit on a continuum. He identified basic and 
applied research with similar definitions to Merriam, although he then proceeded to 
address summative and formative evaluative research and action research as separate 
types of research. Patton highlighted a current trend of evaluative research whereby: 
the evaluation studies are designed to generalize knowledge about effective 
practices across different programs … This knowledge generating approach 
to evaluation research, to the extent to which it aims to discover general 
principles of effective practice rather than render judgement or worth, falls 
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roughly in the category of applied research in the theory to action continuum. 
(Patton, 2002, p.  220) 
It is this definition that clearly aligns with the research design of this study. The 
research aims to highlight effective practice (teachers implementing a program linking 
their students with Cambodia) but does not aim to measure or judge the programs. The 
research also draws upon the notion in basic research where the researcher is motivated 
by interest and aims to improve her own knowledge as an additional benefit. Using 
research methods for applied research purposes as explained by Patton (2002) is the 
most appropriate type of research for the current study. The methodology within this 
research type that best fits the proposed research is case study.  
3.1.3 Case Study  
A qualitative case study approach was selected to address research questions 
focusing on how and why a phenomenon is occurring (Yin, 1998). As Merriam (2009) 
outlined, common features of qualitative research methods are that they “search for 
meaning and understanding, use the researcher as the primary instrument for data 
collection and data analysis, are an inductive strategy and produce an end product that 
is richly descriptive” (p.  39). 
As Merriam explained, a case study is “an in-depth description and analysis of a 
bounded system” (2009, p.  40), therefore the case to be studied must be intrinsica l ly 
bound, which means there is a finite amount of data that can be collected. It is the 
inclusion of the bounded system in the case study method that makes this the most 
appropriate research method. The research questions dictate that this study is 
researching only programs in schools which link with Cambodian communities. This 
qualifies it as a bounded system as it does not incorporate programs that are similar or 
other organisations that are linking with Cambodian communities. Creswell (2007, p.  
73) corroborated Merriam’s definition of a case study adding that it draws upon 
multiple sources of information and can investigate a single bounded system or 
multiple bounded systems.  The research investigated programs in two contexts and 
data from both schools contributed to the case study.  
The choice to include two schools in the research design was due to a number of 
factors. First, by addressing the difference in age of the students, through the choice of 
a primary and high school setting, it was intended to give a broader view of age-
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appropriate strategies for programs across schooling years. Second, the difference in 
how long programs have been implemented, one school has had a program running for 
several years, while the other has only developed and implemented the program since 
2013.  
Within the case study method, the purpose of the research helps to classify the 
type of case study. Yin (1998) categorised three types of case studies: descriptive, 
exploratory and explanatory. The research design goes beyond the descriptive to the 
exploratory type because the knowledge base of teacher-facilitated programs in the 
area is limited (as established in the literature review). As such, the research has aimed 
to add to what is known, rather than merely describe what is known about current 
practice. Yin (1998) addressed the critique of case studies being used as a pilot phase 
for larger research by clearly arguing that case studies (regardless of type) should state 
a criteria for success, and when this criteria is met, the case study is deemed finished. 
The finished research, according to Yin, can then inform future research, but not 
become a stage of further research (1998, p.  232.). The success criteria for this 
research was in accordance with the research questions, the production of a rich 
description of the programs and an understanding of the rationale for teachers linking 
their students with Cambodian communities. It is intended that this research can 
inform future research investigating effective practices that may inform policy and 
funding, however it is recognised that this will not be achieved through this research 
alone.  
3.1.4 Researcher / Participant Role 
A key feature of the research is that one of the two case studies required the 
researcher to investigate a program set up and run by herself in the school where she 
worked as a teacher. The choice to include the researcher as a participant provided 
unique insight and self-examination within her own cultural context (Creswell, 2012, 
p.  464). Traditionally, academic research in education was conducted by outsiders 
who intervene in the instructional process to answer questions that may benefit 
themselves or the profession in general (Zeni, 1998). This approach however lacks the 
ability to gain a deep understanding of a participant. Simons (2009) highlighted the 
importance of examining the researcher’s ‘self’: 
The main reason for examining the ‘self’ in case study research is that you are 
an inescapable part of the situation you are studying. You are the main 
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instrument of data gathering; it is you who observes, interviews, interacts with 
people in the field. Your worldview, predilections and values will influence 
how you act so it is best to declare and observe how these interact in and with 
the case. (2009, p.  81) 
This section, as suggested by Simons, identifies the role of the researcher and examines 
the ‘self’. Merriam (2009) provided four roles that a researcher may enact during 
qualitative research, which can be placed on a continuum as shown in figure 3.1. As 
Merriam (2009, p.  125) outlined, the role of the researcher may change throughout 
the research, as was the case in this research.  
 
(summarised from Merriam, 2009, p.  125) 
Figure 3.1 Role of a Researcher   
The research took place primarily using the middle two roles of Merriam’s 
continuum, participant as observer and observer as participant. The researcher focused 
on participation and observation in varying degrees. In School One the researcher took 
on the participant as observer role as it is the school in which she works. Her role as 
participant was the primary role, while the role of observer was secondary. To fulfi l 
the role of observer in School One, the participant wrote in a researcher journal on 
regular occasions (every 3-4 weeks). These reflections were written outside of school 
hours, usually at the researcher’s university library, and were intended to give the 
researcher the opportunity to take a step back from the program and write a range of 
observations and reflections. The purpose of this was to separate her role as a teacher 
or coordinator of the program, with her role as the researcher. The reflections in the 
research journal were written as observations about how students had responded to 
activities and changes observed in the school community towards the program. The 
research journal also allowed the researcher to identify values, beliefs and assumptions 
made by herself as a teacher, and track how these changed or evolved over time. The 
research journal was essential in providing the participant researcher the active 
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reflection process required in research (Simons, 2009). In School Two the researcher 
took on an observer role and the group knew this role. The researcher’s role of observer 
in School Two was her primary research role.  
The dilemma of closeness/distance in research is highlighted by Alvesson (2003, 
p.  176) who noted that it is of particular concern for qualitative researchers, especially 
ethnographers. Ethnography is a research approach which is the systematic study of 
people and cultures. The term self-ethnography, when a researcher studies their own 
culture, borders on participant observation, whereby the self-ethnographer utilizes the 
position they are in for secondary purposes, i.e. researching the setting they are in 
(Alvesson, 2003). The current research is not a conventional ethnography as it does 
not put the researcher’s experience at the centre of the investigation. It does however , 
draw upon the notion of self-ethnography, because it draws attention to the 
researcher’s cultural context and recognises the value of personal reflection and the 
richness ‘closeness’ brings when used in collaboration with traditional research 
methods (Alvesson, 2003). This recognition of the ‘self’ within the research is referred 
to by Alvesson & Skoldberg (2009) as reflexivity. For reflexivity to occur, the 
researcher must actively reflect on their own beliefs, assumptions, and values and have 
an understanding of how this influences the research process (Simons, 2009).   
The value of subjective or emotional experiences is echoed by Lerum (2001) 
who argues that “the best objective knowledge is rooted in subjective experiences, 
publicly acknowledged and reflected on by the authors, which are then augmented by, 
contrasted with, and verified against a number of analytic levels and validity checks”  
(p.  480). This is further supported by Altheide & Johnson (2011) who stated that 
reflexivity allows the researchers to “share our experiences with the reader … to locate 
inquiry within the process and context of actual human experience” (Altheide & 
Johnson, 2011, p.  592). It is this sharing of experiences that this research aims to 
achieve, as the researcher is actively reflecting on her own practices and belief within 
her own context. This is enhanced with the data collected from School Two where the 
researcher encouraged the participants to participate in similar reflections upon their 
rationale and purpose for their program, through questionnaires and focus group 
discussions.  
The subjective experience of the researcher is acknowledged and is addressed 
again in the data analysis chapter. The research drew upon one of the features of action 
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research, that is practitioners studying their own professional practice and framing 
their own questions to assess, develop or improve their own practice (Zeni, 1998, p.  
12). As well as addressing a gap in knowledge about teacher facilitated school 
partnerships with Cambodian communities, the researcher has benefitted from critical 
self-reflection across the range of themes presented in the research. This research has 
assisted the researcher to improve her own practice and understanding of possible ways 
to connect students with Cambodian communities. 
3.2 RESEARCH PARTICIPANTS 
The participants for this study were the teachers or staff coordinating a school 
program that links with a Cambodian community. The schools identified for this study 
are in the same inner city suburb of an Australian capital city.  
3.2.1 School One 
School One is a primary state school with 532 students from Prep to Grade Seven 
(ACARA, 2014e). From 2015 the school enrolment for all primary schools changed to 
be from Prep to Grade Six. The school has an above average ICSEA Value, which 
estimates that the school is considered as having an above average household income 
and level of parent education. The school has an attendance rate of 95% (ACARA, 
2014e). The researcher is currently a classroom teacher at this school and took on a 
participant observer role (Merriam, 2009) in the study as previously addressed in 
section 3.1.4. Her role of coordinating teacher required her to be involved with students 
as part of the participant role. Student participation was not required for the purposes 
of this research and a large portion of the data collected was self-reflections by the 
coordinating teacher in a research journal. 
The program at School One was a weekly after school club, run as an optional 
extra-curricular activity for students in a range of grades. The program structure is 
outlined further in section 4.2.1. 
3.2.2 School Two 
School Two is a non-government private boys’ school with 1602 students. The 
school has an above average ICSEA Value, which estimates that the school is 
considered as having an above average household income and level of parent 
education. The school has an attendance rate of 99% (ACARA, 2014e). Enrolments 
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begin from Grade 5 and continue to Grade 12. The school is part of a global faith based 
community network, which for the purposes of anonymity of the school will not be 
named in this study. The network is made up of schools and community organisat ions 
across a range of countries and encourages interaction and relationship building 
between different sections of the network. The program is run in the high school 
section of the school (Grades 11-12) and is not linked with the primary grades. The 
researcher communicated with and visited two teachers and one associated staff 
member at this school during data collection and as such took on an observer 
participant role (Merriam, 2009) as previously addressed.  
Three of the staff members involved with the program agreed to participate in 
the study and were invited to participate in questionnaires, interviews, provision of 
documents and artefacts and observations. Students were not observed as part of this 
study, as the focus was primarily on the perspective of teachers and school staff.  
The program at School Two was an annual overseas immersion program, run as 
an optional extra-curricular activity for students in Grade 11. The program structure is 
outlined further in section 4.2.2. 
3.3 PARTICIPANT SELECTION 
There is a substantial amount of literature regarding sampling techniques for 
qualitative research (for example: Creswell, 2007, Denzin & Lincoln, 2011, Patton, 
2002 & Guthrie, 2010). All agree that a feature of qualitative research is that the 
sampling is purposeful and often in-depth on a small scale (Patton, 2002). In alignment 
with the constructivist or interpretive view, the production of a rich description and 
analysis (Merriam, 2009, p.  51) allows researchers an inner experience of participants 
and values the insight and opinions of participants (Corbin & Strauss, 2008).  
Yin (2009) provided advice on choosing cases-to-be, outlining that both 
practical and substantive considerations need to be addressed. The substantive 
consideration of why this issue is important has been addressed earlier in the literature 
review. The choice of School One being the researcher’s own school has also been 
addressed in section 3.1.4. The practical considerations of availability, relevance and 
usefulness of the case need to be addressed (Yin, 2009).  
For this research, purposeful sampling was used for the benefit of selecting 
information rich cases to study in-depth (Patton, 2002). Purposeful sampling was 
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chosen to ensure cases are relevant to the study, useful in providing evidence and data 
to align with the research question and also available to the researcher. Whilst Patton 
(2002) identified 15 purposeful sampling strategies, this research design aligns with 
what he terms intensity sampling, choosing cases that are rich in the information 
desired. Whilst intensity sampling follows the same logic as extreme sampling, it is 
preferred because a critique of extreme sampling is that the cases selected are too 
deviant from the norm and not helpful in contributing to a knowledge base. Intensity 
sampling requires exploratory work, some prior information and considerable  
judgement about whether the sample is appropriate in terms of the research question 
(Patton, 2002). The exploratory work undertaken was to identify schools in the area 
that run programs linking their students with communities in Cambodia. This was done 
through identifying the researcher’s place of employment as a possible case study, 
accessing local school websites and through the researchers’ personal connections with 
those involved in such programs. Whilst the sampling could be viewed as convenience 
sampling due to the accessibility and close proximity of the two schools and the 
researcher’s connection with the schools (which assisted in limiting the time and cost 
of the research) this was not the main method for which the sample was selected.    
The reason for excluding students from interviews and questionnaires was to 
maintain a focus on the research question (Yin, 1998; Silverman, 2001) of how and 
why teachers are connecting their students with Cambodian communities. Teachers 
and staff running the program were identified as having the most insight into 
answering this question. 
3.4 DATA COLLECTION 
Data collected in this study was from multiple sources. As identified by Patton 
(2002), qualitative findings grow out of three kinds of data collection; interviews, 
observations and written documents. Yin (1998) added to this stating that physical 
artefacts can also contribute to case study data. As Patton outlined, the task for any 
qualitative researcher is to “provide a framework within which people can respond in 
a way that represents accurately and thoroughly their points of view of the world, or 
the part of the world that is being discussed” (2002, p.  4). 
The data collection methods of this research drew upon a diverse range of 
sources, satisfying one of the main criteria provided by Yin (1998), that case studies 
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must rely on multiple sources of evidence. This section outlines the timeline of data 
collected and then explains each of the data collection methods highlighting a rationale 
for use of the methods and potential weaknesses or limitations. Due to the role of the 
researcher as the coordinating teacher in School One the data sources varied between 
the two schools, as the use of a researcher journal took the place of other data collection 
methods such as interviews.  
3.4.1 Data Collection Timeline 
Data collection timelines varied between the two schools. School One 
documents and self-reflections were collected over the course of an eight-month period 
as outlined in Table 3.1. The data collected from School Two was intended to take 
approximately ten weeks. However there were significant delays in organising focus 
group discussions due to peak teaching and reporting times and holiday breaks during 
the school year when participants were unavailable. Additionally, time was allowed at 
key stages to allow participants to locate information or documentation and answer 
questionnaires. This also allowed the researcher to formulate reflexive interview 
questions that were informed by analysis of the questionnaires. The data collection 
timeline for School Two is outlined in Table 3.2 
Table 3.1  
Data Collection Timeline – School One (a Government co-educational primary (P-
6) school with students in the program ranging from Grades 3-6. 
February – 
September 2015 
Artefacts from program collected (Pen pal letters, artwork, 
photos) 
February – 
September 2015 
Documents from program collected 
March – June 
2015 
Compilation of Rationale, Observations and Reflections 
April 2015 Researcher completed Questionnaire 
July 2015 Researcher self-reflections on draft interview questions 
 
Table 3.2  
Data Collection Timeline – School Two (an Independent single sex school (Grades 
5-12) with students in the program in Year 11. 
April 2015 Introductory letter to school principal 
April 2015 Participant consent forms provided to school 
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Table 3.2  
Data Collection Timeline – School Two (an Independent single sex school (Grades 
5-12) with students in the program in Year 11. 
May 2015 Consent forms received 
May 2015 Questionnaires provided to participants 
May 2015 Completed questionnaires received 
August 2015 Focus group interview held 
September 2015 Program documents received 
3.4.2 Questionnaires 
At School Two, an initial questionnaire (Appendix B) was developed to gain 
insight into the program offered by the teachers. To gain similar insight from both 
schools the researcher completed the same questionnaire in relation to her role in 
School One, as part of the researcher journal process.  To assist with a straightforward 
data collection process in School Two, this questionnaire was given to participants 
immediately following their consent to participate, during which they were informed 
of the research purpose and participant requirements. They were given two weeks to 
complete the survey independently before returning it to the researcher. This 
questionnaire sought to identify features of the program including: 
x number of staff and students involved; 
x time allocation for program per week/term (in school/extracurricular); 
x length of time program has been running; 
x changes or developments to the program; and, 
x the rationale or reason for choosing a Cambodian community.  
The questionnaire results were collated and analysed to formulate interview 
questions that are informed by the participant responses.  It was intended that by using 
a questionnaire at the beginning of the data collection process the need for follow up 
interviews would be minimised, reducing the time commitment required by the 
participants. Generally speaking, questionnaires are limited because participants only 
respond to the questions asked, meaning important data may not be collected if the 
participant does not believe it is required or the researcher does not include questions 
necessary to elicit the data. As this was only the initial phase of data collection, it was 
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expected that the issue of missed data would be addressed by follow up interviews and 
documentation. 
3.4.3 Documentation 
Research participants were asked to provide access to, or copies of documents 
relevant to the program. As Yin (1998) outlined, the inclusion of documentation is 
likely to be relevant to every case study. While documents cannot be heavily relied on 
to be accurate or unbiased, they are useful in corroborating and augmenting evidence 
from other sources. The type of documents gathered were program overviews, school 
newsletters, websites or publications sharing information about the program, school 
policies or procedural documents relating to the program and other similar types of 
documents. It was anticipated that the documents would give insight into the practices 
of staff in planning and recording the program and also the ways in which staff reported 
outcomes of the programs to the wider school community.  
3.4.4 Semi-structured interviews 
Following the analysis of the questionnaire responses, semi-structured interview 
questions were formulated to gain further insight into program structure and teacher 
rationale for the program. As outlined by Patton (2002) and Yin (1998), interviews in 
case study method are usually semi-structured as this is when they are most benefic ia l.  
The benefit of semi-structured interview questions is that they assist the researcher in 
obtaining the information she/he is seeking, and also provides opportunitie s for 
additional and open questions. The purpose of this type of interview is ‘to permit the 
researcher to understand the world as it is seen by the participant’ (Patton, 2002, p.  
21). The semi-structured nature allows the researcher to capture the point of view of 
others without predetermining those points of view through a quantitat ive 
measurement. The responses given by the participant about attitudes and perceptions 
can be deemed as definitive; however responses regarding behaviour and practice can 
be corroborated with other types of evidence (Yin, 1998, p.  247).  
Initially the researcher had planned to hold individual interviews with the three 
staff members at School Two, however the participants requested a group interview to 
assist with timetabling and minimise time commitment required of the staff at School 
Two. This then qualified the semi-structured interview as a focus group discussion. 
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Focus groups are a “carefully planned discussion to obtain perceptions on a defined 
area of interest in a permissive, non-threatening environment” (Krueger, 1994, p.  6).  
To facilitate the group interview the researcher needed to ensure that all group 
members were able to contribute and that no one participant dominated the 
conversation, as is sometimes a challenge in-group interviews (Fontana and Frey, 
2003).  The focus group was relatively small, with only three participants and the 
researcher, which made this task simpler. The group interview model allowed for 
comfortable discussion between the three participants who were known to each other. 
The participants presented a friendly and open atmosphere, and demonstrated respect 
to one another by encouraging each person to each respond in turn. This allowed for a 
natural flow of conversation and the participants were able to feed off each other’s 
ideas. In numerous instances participants were prompted to add further insight after 
hearing another participants comments. This resulted in a high level of rich data being 
collected through the focus group interview, which would have been less likely to have 
been provided without the group interaction (Krueger, 1994; Litosseliti, 2003). As is 
outlined in Figure 3.3 in the next section, the focus group discussion provided the 
highest level of references to the themes from School Two, highlighting its ‘data 
richness’. 
The interview questions were semi-structured; the researcher identified topics 
and issues to discuss in advance and drafted questions (Appendix C). A copy of the 
beginning questions and definitions of key terms (Appendix D) were given to the 
participants at the beginning of the focus group discussion to reflect on for ten minutes 
before the focus group began.  
Sequencing and wording of questions was decided during the course of the focus 
group discussion. Patton (2002) identified this as the ‘interview guide approach’, 
which allows for a conversational and natural discussion whilst maintaining a focus 
on the research questions. Guthrie (2010) added that semi-structured interviews are 
more standardised than open ended interviews but still retain flexibility. This approach 
can be critiqued for being unreliable for comparison between interviews because 
phrasing and ordering of questions will vary. This was not a concern for this study as 
only one focus group discussion was held at School Two. In place of an interview at 
School One, the researcher addressed the draft interview questions prior to the focus 
group discussion and wrote self-reflections, in a research journal, in relation to the 
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program she coordinated, which was then used as a data source used for School One. 
This fulfilled the aim of the study to collect data from each school that could then 
combine to build knowledge about school programs.  
The focus group was held at a time suitable to the participants and they chose to 
conduct the interview at their school in the office of one of the participants. The choice 
of environment aimed to relax the participants, adding to the conversational tone the 
interview should take as suggested by Patton (2002). Following the focus group, 
participants were provided with a copy of the transcript and given the opportunity to 
clarify any statements; no participants requested any changes be made to the transcript.  
3.4.5 Observations 
Observations were only undertaken in School One and provided insight for the 
researcher into the involvement of her students in the program. According to Guthrie 
(2010) there are three major types of observer roles; participant, non-participant and 
hidden. For this research the observational role drew upon the participants already 
established role, she was the coordinator of the program and used her participation in 
the program to write self-reflections outside of her time with students. The researcher 
also observed the response of school staff and parents to the program and these 
observations were also communicated through the researcher journal.  
3.4.6 Physical artefacts 
The final sources of evidence collected were physical artefacts. Whilst 
commonly viewed as evidence used by historians and anthropologists, physical 
artefacts can also be highly valuable in contemporary case studies (Yin, 1998, p.  248). 
During this research, physical artefacts were collected from School One in the form of 
student writing samples and photographs of activities. The purpose of including these 
physical artefacts was the rich insights they provided into the cultural features and 
technical operations of the programs (Yin, 1998). The issue of availability meant that 
physical artefacts were only collected from School One, as the majority of the program 
in School Two is undertaken overseas. Ethical consideration of filming students was 
addressed and no videos contained identifying features of students.  
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3.5 DATA ANALYSIS 
The research collected a large amount of data in various forms. As Yin (1998) 
highlighted a case study researcher must be skilled in the organisation, management 
and analysis of data from multiple sources. As explained by Merriam:  
the process of analysing data involves consolidating, reducing, interpreting 
what people have said and what the researcher has seen and read – it is the 
process of making meaning. (2009, p.  175) 
This section provides an overview of the data analysis methods. As several authors 
have suggested (Merriam, 2009; Thomas, 2011 and Yin, 1998), data analysis often 
occurs simultaneously with data collection, when the researcher begins to familia r ize 
themselves with the data sources as they are collected, rather than waiting until all data 
has been collected to begin analysis. Throughout the data collection phase certain data 
sources were analysed to inform the development of interview questions. The data was 
analysed thematically, both inductively and deductively as will be outlined in the 
following sections.   
3.5.1 Analysis methods 
As the research took a qualitative constructivist perspective, the constant 
comparative thematic method of analysis was the best fit in terms of data analysis. As 
Thomas (2011) outlined, constant comparative method of analysis involves a continua l 
involvement with the data, going through the evidence numerous times, comparing 
each element with other emerging elements with themes that capture or summarise the 
essence of the data. This process of familiarisation with the data was through the 
collation of questionnaire responses and transcription, which the researcher did herself,  
of the focus group discussion. The researcher also read, classified and organised the  
documents and physical artefacts in the organisational stage of the study. According 
to Braun & Clarke (2008), “a theme captures something important about the data in 
relation to the research question, and represents some level of patterned response or 
meaning in the data set” (p.  82). The use of thematic analysis provides a flexible and 
useful research tool and has the potential to provide a rich and detailed account of data 
(Braun & Clarke, 2008).  
During and following the organisational phase, the data was coded. There were 
11 sources of evidence from each school that were coded, to “converge the evidence” 
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(Yin, 2003, p.  100) and establish findings for each case. The coding was undertaken 
for each school separately. During this process the researcher segmented the data and 
labelled each segment to form descriptions and themes (Creswell, 2012). There were 
five themes discussed previously that the researcher sought out: Global Education, 
Values Education, Intercultural Understanding, Australia’s Connection with Asia and 
the Role of Teachers. This showed the application of deductive analysis, whereby the 
researcher had predetermined themes before beginning the data analysis.  The data 
coding first occurred at a broad level, using these five themes, with a sixth code for 
data that did not easily align with any of the themes. Important to note was that a 
significantly high number of segments during the analysis were aligned with two or 
more of the themes.  
At the same time as the initial deductive analysis was being undertaken, an 
inductive data analysis strategy was used, whereby the researcher was ‘exploring the 
general sense of the data’ (Creswell, 2012, p.  243), thus emerging themes were 
identified. Whilst seeking the above-mentioned themes the researcher also began to 
inductively analyse the data. During this stage, the researcher made notes of emerging 
themes, which were not being explicitly sought out. Following this initial analysis, a 
thorough inductive data analysis was then applied. It was during this later stage that 
similarities and differences between the two schools began to emerge. Similar theme s, 
which emerged from both schools, were: 
x the consideration of cost;  
x the importance of travel experience for teachers; and  
x relationship building (between communities and within the program) 
Three themes, which emerged only from the data from School One, were: 
x hands-on activities; 
x resources; and  
x peer learning. 
Two themes that emerged only from School Two were: 
x spirituality; and  
x reflection. 
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The combination of the five deductively analysed themes (Global Education, Values 
Education, Intercultural Understanding, the role of Teachers and Australia’s 
engagement with Asia) with the emergent themes resulted in a total of 11 themes for 
School One, and ten themes for School Two. Findings related to the differences in 
between schools is discussed in the following chapters, but as the research seeks to 
gain an insight into the programs offered by schools and does not seek to compare the 
programs, the similarities and differences were not analysed in depth. 
The role of the researcher at this stage is examined by Simons (2009) who 
explained:  
Interpretation is a highly skilled cognitive and intuitive process, often 
involving total immersion in the data, re-reading transcripts, field notes, 
observations and other forms of data in the data set, such as poems, vignettes, 
cameos or narratives. It is open to different senses of understanding […] 
creative and personal skills [are] required to make sense in this way. There are 
no set rules or procedures to follow. Each researcher will find their own 
particular way of interpreting the data, even if using well-known strategies. 
(Simons, 2009, p.  117) 
This highlights again the personal connection to the data, and the impact of the 
researcher during the data analysis and interpretation.  
The data from each school was then analysed again using the relevant themes. 
Key quotes were taken from the data sources and classified into the relevant themes 
for each school. The number of references made to each theme, sorted by data source 
is outlined in Figure 3.2 and 3.3.  
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Figure 3.2 Theme References by Data Sources – School One 
 
Figure 3.3 Theme References by Data Sources – School Two  
The researcher then used a combination of hard copy colour coding strategies 
and digital spreadsheets to further analyse the data and search for interrelating or 
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1 
 
1.6 Artifact – Cambodia 
Week (Overview & 
Purpose) 
  1  1  1           
1 
1 
1.7 Artifact – Artwork 
(Overview & Purpose)    1              1  1   
1.8 & 1.9 Artifact – Pen 
Pal Letters (Overview & 
Purpose)    1    1  1          1   
1.10 Artifact – Compare 
& Contrast (Overview & 
Purpose)  1      1          1     
1.11 Artifact – Photos 
(Overview & Purpose)          1             
 
  1 reference  2 references  3 references  4 references  5 references  6 references  7 References  8 references  9+ references     
 
SCHOOL 2 
Gl
ob
al
 E
du
ca
tio
n 
Au
st
ra
lia
’s 
Co
nn
ec
tio
n 
w
ith
 
As
ia
 
Va
lu
es
 E
du
ca
tio
n 
In
te
rc
ul
tu
ra
l 
Un
de
rs
ta
nd
in
g 
Re
la
tio
ns
hi
p 
Bu
ild
in
g 
Th
e 
ro
le
 o
f 
Te
ac
he
rs
 
Th
e 
im
po
rt
an
ce
 
of
 T
ra
ve
l f
or
 
te
ac
he
rs
 
Sp
iri
tu
al
ity
 
Re
fle
ct
io
n 
Co
ns
id
er
at
io
n 
of
 
Co
st
 
2.1 Questionnaire - 
Participant 1  2  1  4  4  2  2  1  5  1  1 
2.2 Questionnaire - 
Participant 2  1  2  1  3  2  1  1  3  2  1 
2.3 Questionnaire - 
Participant 3      1  1      1    1  2 
2.4 (P1) Focus Group -
Participant 1  4  1  5  6  4  4  2  2  1  1 
2.4 (P2) Focus Group -
Participant 2  4  2  2  6  8  5  2  1  2  1 
2.4 (P3) Focus Group -
Participant 3  1  2  4  4  1  2  2    2   
2.5 Document – Program 
and Application Overview   1    3  2  1      3  1  1 
2.6 Document – Cambodia 
Immersion 2015      2  2  1  1    1    2 
2.7 Document – Weekend 
overview immersion 
preparation  
1    2  1  2      3  2   
2.8 Document –Staff Guide 
for Immersion                1  1   
2.9 Document – Student 
Application Form      1    1           
2.10 Document – Parent 
endorsement       1  1  1           
2.11 Document – Referee 
endorsement       1  1  1           
 
 
1 reference  2 references  3 references  4 references  5 references  6 references  7 References  8 references  9+ references   
 
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layered themes. During this process the researcher had hard copies of all of the data 
sources. Whilst reading these she highlighted phrases or descriptions of activities that 
linked with each of the themes. These were colour coded according to each theme and 
the highlighted phrases were then compiled into a digital spreadsheet that had three 
columns. The first column had the phrase that had been highlighted, as a direct quote, 
with contextual information if required (i.e. the question that had been asked). The 
second column indicated which data sources the phrase was from, and the third column 
indicated whether there were links to other themes, and if so listed them. An example 
of the coding spreadsheet is shown in figure 3.4. The researcher immersed herself in 
the data and analysed each piece of data at least twice for the identified and emergent 
themes.  
 
Figure 3.4 Example of coding spreadsheet (Global Education – School One) 
The interconnection of the themes was relevant in both schools and was mapped by 
the researcher in (Appendix E). This mapping process marked the number of times 
themes were interconnected by data sources.  
Data triangulation (Patton, 2002) was used to examine links between the 
participants’ stated behaviours (in questionnaire responses, self-reflections and focus 
group interviews) with the documents and artefacts collected as data sources. This was 
done by comparing what the stated practices of the program were, with other sources 
of evidence, to establish whether the stated practices aligned with practices in action. 
As this was qualitative research, the beliefs and opinions reported by the participants 
were not triangulated, as they were personal insights. They provided rich insights into 
the views of the participants and were a key feature in understanding the value meaning 
placed on the programs by participants.   
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3.5.2 Organisation and storage of data 
All the data collected was saved as an electronic file. Written or hard copy 
documents were scanned, and the focus group interview was transcribed by the 
researcher. All physical artefacts were photographed and stored digitally. All data 
collected was stored securely on password-protected devices. Creswell (2012, p.  238) 
highlights the importance of organising the data given the large amount of information 
that will be collected. All data sources were given a source number and organised into 
files according to school and then into sub folders by type (interview transcriptions, 
photographs, questionnaires). Each data source was recorded in Table 3.3 and 3.4. 
Data analysis and colour coding was done on copies of the data sources and a clean 
copy of each document was stored in a separate folder to remain untouched during 
analysis.   
Table 3.3  
Data Sources – School One 
Source 
Number 
Source Name 
1.1 Questionnaire response 
1.2 Reflection on Interview Questions 
1.3 Research Journal 
1.4 Document - Yearly Overview 
1.5 Document - Parent Letter 
1.6 Artefact - Fundraiser Poster 
1.7 Artefact - Sample Art Work 
1.8 Artefact - Sample Letters, Australian School to Cambodian School 
1.9 Artefact - Sample Letters, Cambodian School to Australian School 
1.10 Artefact - Compare & Contrast Activity 
1.11 Artefact – Collection of photos of program and school in Cambodia 
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Table 3.4  
Data Sources – School Two 
Source 
Number 
Source Name 
2.1 Questionnaire response  – Participant 1 
2.2 Questionnaire response  – Participant 2 
2.3 Questionnaire response  – Participant 3 
2.4 Focus Group Transcript  
(P1) – Participant 1, (P2)  – Participant 2, (P3)  – Participant 3 
2.5 Document – Program and Application Overview 2015 
2.6 Document – ‘Cambodia – Immersion 2015’ 
2.7 Document – Preparation Weekend overview  
2.8 Document –Staff Guide for Immersion 
2.9 Document – Student Application Form 
2.10 Document – Parent endorsement  
2.11 Document – Referee endorsement 
 
These methods enabled the researcher to clearly maintain a ‘chain of evidence’ 
(Yin, 2003), whereby she could clearly articulate how the case study questions evolved 
into the collection of specific evidence, which was then analysed and interpreted to the 
reported findings.  
3.6 ETHICAL CONSIDERATIONS 
Ethical considerations are not only required at the beginning and end of a 
research project but should be interwoven throughout the process. Using Flick’s (2008) 
guidelines for ethical considerations, all the steps in this research study were reviewed 
for ethical considerations. Ethics approval was granted from the University Human 
Research Ethics Committee of the Queensland University of Technology (Appendix 
F) under Ethics Approval Number 1400000647.  
According to Flick (2008) there are three angles that all research should 
consider: relevance, participants and researchers. It has been established in the 
literature review that there is a gap in current knowledge about what programs schools 
are running that link with Cambodia. The need for this knowledge has also been 
established given the increasing importance being placed on studies of Asia in the 
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Australian curriculum, qualifying this as a relevant area for study. In considering the 
participants for this study, again the literature review justifies their inclusion in the 
study, as the most valuable information will come from those involved and running 
these programs. The principals of both School One and School Two granted written 
permission for the research. Participants from School Two were provided with 
information about the research purpose (Appendix G), participant involvement, 
timelines and confidentiality. Participants supplied written consent (Appendix H) and 
it was clearly communicated to the participants that their involvement was voluntary 
and they could withdraw their consent at any time. The inclusion of a potentially 
vulnerable group (children) must be considered in any research (Flick, 2008, p.  69) 
and appropriate steps were taken to clearly outline the research purpose and 
requirements to participants (teachers and staff) to ensure that there was no data 
collected which could be used to identify students. It was also communicated to 
participants that all data collected would be made anonymous through the removal of 
any identifying names of participants and the school.   
The role of the participant researcher in School One required ethical 
consideration, as the researcher was conducting research about a program in her place 
of employment.  The research journal was a key aspect of addressing ethical 
considerations, as it gave the opportunity to complete active reflections outside of 
school and off site. The researcher used the university library and study facilit ies 
regularly on weekends and during the evenings to complete her research journal. The 
researcher ensured that her role of teacher and coordinator were fulfilled on site at the 
school, and any aspects of her role as researcher were completed outside of school 
hours so as not to overlap with her commitments at school. This distinction of locations 
assisted the researcher in framing her approach to tasks in clearly defined roles as 
either teacher or researcher.  
When considering ethical research, Guba and Lincoln (1989) identified four 
criteria to ensure trustworthiness in qualitative research: credibility, dependability, 
transferability, and confirmability. To ensure the credibility of this research, the 
researcher ensured the most appropriate research design, data collection, triangula t ion 
and analysis methods were selected, as outlined in this chapter. The researcher was 
familiar with School One and also sought out background information about School 
Two via school websites and newsletters to familiarize herself with the environment, 
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an important process in ensuring research credibility. This chapter has also sought to 
clearly explain the research methodology to give a thorough explanation of the 
methods used to ensure dependability.   
As described by Merriam (2002), transferability is the extent to which the 
findings of one study can be applied to other situations. As previously outlined this is 
not the intent of this research, and so the notion of transferability for the findings of 
this research to other situations will not be examined. It is possible that future research 
may develop from this case study, which will be discussed in Chapter Eight. Finally 
the notion of confirmability, which ensures the findings are based on the experiences 
and viewpoints of participants, rather than the preferences of the researcher. The 
researcher has made clear her role as participant and researcher, and the findings are 
based on data collected about the participants’ practices and viewpoints.  
3.7 LIMITATIONS AND POTENTIAL PROBLEMS 
The research design chosen was the most appropriate method to address the 
research question. It is recognised that the research does have limitations and these are 
outlined below. Planning was done to minimise problems, however as with any 
research, there were a number of matters that could impact the research findings.  
3.7.1 Participants 
The research is limited to two school programs in the same area of a capital city. 
Whilst it would be ideal to have a wider view of school programs in a range of locations 
in Australia, the limitations of time and access restricted the sample to two schools. 
Issues that may have arisen are that the intended schools may not have granted consent 
to be involved in the research, programs may have changed their focus away from 
Cambodia or programs may have ended before data collection was finalised. The role 
of the researcher in School One could be viewed as a limitation to the research in 
traditional research terms, however in the realm of qualitative research this is viewed 
as an opportunity for a rich and meaningful insight as previously discussed.  
3.7.2 Data collection 
Limitations may have also arisen during the focus group if participants did not 
feel comfortable or willing to share opinions or insight into the programs. All attempts 
were made by the researcher to ensure the participants were clear on the purpose of 
 64 Chapter 3: Research Design 
the research, how the data collected would be stored and used, how confidentia lity 
would be maintained and how the findings of the research were to be published and 
shared. Other issues when collecting data may have arisen in accessing documents and 
following privacy policies of the schools involved. Another possible limitation of the 
data collection may have been the absence of formalised paperwork or practices. The 
inclusion of focus group discussion addressed the possible lack of written evidence for 
the programs. The participants at School Two requested a group interview rather than 
individual interviews, changing the initial plan of the researcher, however, as has been 
explained earlier in section 3.4.4 this provided rich insight 
3.7.3 Data storage and analysis 
An ethical concern in research is maintaining confidentiality and identifying 
(and removing when possible) bias from the participant in data collection or the 
researcher in the data collection and analysis phase. Confidentiality was mainta ined 
by the use of pseudonyms or code names for participants to maintain privacy and the 
use of secure data storage. The researcher used data triangulation to address any 
manipulation or bias in the presentation of evidence by the participant. The researcher 
also clearly outlined possible bias on their behalf throughout the research discussion 
and findings.  
3.7.4 Resources and time 
Interviews, observations and field notes are labour intensive; the researcher 
needed to balance research, work and personal commitments whilst undertaking this 
project. The time and resources allocated to this project by the researcher were a 
limitation. This limitation was recognised and the research was designed to maximise 
opportunities for data collection and analysis within a practical timeframe. Scheduling 
of the interviews with participants from School Two proved difficult, and it took three 
months to confirm a time when the participants were available. It was recognised by 
both the researcher and the participants at School Two that finding time to have a 
meaningful discussion lasting approximately 70 minutes was difficult during busy 
periods of the school term due to marking and reporting commitments of the teachers, 
school holidays and camps and timetabling differences between the participants.  
 Chapter 3: Research Design 65 
3.7.5 Findings 
It is clearly understood and outlined by the researcher that findings from this 
research cannot be generalized to other schools. This limitation has been clearly 
addressed throughout the research design and the purpose of the research is to provide 
insight into the value placed on these programs by their participants and also the 
rationale the participants place on running the programs. 
3.8 SUMMARY  
This chapter has outlined the proposed qualitative research design and situated 
the research in the constructivist paradigm. The role of the participant researcher has 
been explained and the choice of case study research justified. The proposed methods 
for participant selection, data collection and analysis have been described and finally 
the ethical considerations and limitations to this study have been explained. The 
proposed research design has been chosen to seek how and why Australian teachers 
are connecting their students with Cambodian communities through a small-sca le 
exploratory case study.  
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Chapter 4: Data Sources and Program 
Overview 
This chapter provides an overview of the data collection process from School 
One, a primary co-educational state school and School Two, a private Grades 5-12 
single sex school, seeking to answer the research question, “How and why are 
Australian teachers connecting their students with Cambodia?” Initially, the data 
sources used will be outlined. The next section then analyses the data to understand 
the structure of the programs at each school, focusing on the first part of the research 
question “how”. The following four chapters will then seek to answer the second part 
of the research question of “why” through analysis of the data in the four themes 
identified in the literature review; Global Education, Values Education, Intercultura l 
Understanding and the role of teachers, with sub themes in each of these sections.  
In each of the following chapters the findings will be stated separately for School 
One and School Two followed by a discussion of findings of the two schools. As 
previously mentioned in Chapter Three this research does not aim to evaluate the 
programs, but seeks to gain an understanding of the variety of ways in which teachers 
approach the planning and implementation of their programs and their rationale for 
doing so.  
4.1 DATA SOURCES 
4.1.1 School One  
There were 11 sources of data for School One, comprising questionna ire 
responses, reflective writing, a range of artefacts from activities in the program and 
documents relevant to the program. As outlined in Chapter Three, each of these data 
sources was given a source number, outlined in table 4.1 below. Throughout this 
chapter the data sources will be referred to by their source number. For School One, a 
significant amount of the data references emerged from sources 1.1, 1.2 and 1.3. 
Sources 1.4-1.11 were used to clarify and reiterate the information provided from the 
reflective data sources.  
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Table 4.1  
Data Sources – School One 
Source 
Number 
Source Name 
1.1 Questionnaire response 
1.2 Reflection on Interview Questions 
1.3 Research Journal  
1.4 Document - Yearly Overview 
1.5 Document - Parent Letter 
1.6 Artefact - Fundraiser Poster 
1.7 Artefact - Sample Art Work 
1.8 Artefact - Sample Letters, Australian School to Cambodian School 
1.9 Artefact - Sample Letters, Cambodian School to Australian School 
1.10 Artefact - Compare & Contrast Activity 
1.11 Artefact – Collection of photos of program and school in Cambodia 
 
4.1.2 School Two 
There were 11 sources of data for School Two, comprising questionna ire 
responses, a focus group transcript and documents relevant to the planning and running 
of the program. As outlined in Chapter Three each of these data sources was given a 
source number, outlined in table 4.2 below. Throughout this chapter the data sources 
will be referred to by their source number. The main data sources which referenced 
the themes for School Two were the questionnaire responses and focus group 
discussion. 
Table 4.2  
Data Sources – School Two 
Source 
Number 
Source Name 
2.1 Questionnaire response  – Participant 1 
2.2 Questionnaire response  – Participant 2 
2.3 Questionnaire response  – Participant 3 
2.4 Focus Group Transcript  
(P1) – Participant 1, (P2)  – Participant 2, (P3)  – Participant 3 
2.5 Document – Program and Application Overview 2015 
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Table 4.2  
Data Sources – School Two 
2.6 Document – ‘Cambodia – Immersion 2015’ 
2.7 Document – Preparation Weekend overview  
2.8 Document –Staff Guide for Immersion 
2.9 Document – Student Application Form 
2.10 Document – Parent endorsement  
2.11 Document – Referee endorsement 
 
4.1.3 Data Sources – Discussion 
The data collected from the two schools varies in type, however given the range 
of data collected, the data collected from the two sites fit the criteria of case study as 
defined by Creswell (2007), because they draw upon multiple sources of data. As this 
is not an evaluative comparison of the two programs there was no need to have 
matching types of data sources from the two sites.  
Given the researcher’s connection with School One and the fact that it is 
coordinated by only one staff member it was not possible to run a focus group 
discussion, however similar insights were gained through the two reflection data 
sources (1.2 – Self Reflection on Interview Questions and 1.3 - Research Journal). 
Because of the structure of the program at School Two, the emphasis on participat ion 
rather than artefact collecting (students are encouraged not to take camera’s (2.4.P1 – 
Focus Group Discussion)) and the student reflections being a personal document not 
intended for sharing or collection as part of research, there were less artefacts able to 
be collected from School Two. There was however a wider range of school documents 
from the program in School Two, with a range of intended audiences. Some documents 
were intended for the wider school community (2.5 – Program Overview), whilst 
others were intended for accepted participants and their parents (2.6 – Cambodia – 
Immersion 2015) and other documents were intended for staff (2.8 – Staff Guide).  
This research does not claim to emphasise one type of data source over other 
types, but it does aim to collect a range of sources to gain insight into the programs 
run at the schools which would assist in answering the research question “How and 
why are Australian teachers connecting their students with Cambodian communities?” 
It is recognised that during analysis of the data the teacher reflections (1.2 & 1.3) from 
 70 Chapter 4: Data Sources and Program Overview 
School One, and the focus group transcript (2.4) from School Two provided the 
greatest insight into the perspectives of teachers and associated school staff. 
4.2 RESEARCH CONTEXTS 
4.2.1 School One 
The program at School One, named ‘Cambodia Club’, was set up with the 
intention to “connect students in a direct and meaningful way to communities in 
Cambodia and increase global awareness in the school community” (1.1 – 
Questionnaire Response). The club has been running at the school for three years. It 
was described as an optional extra-curricular club held once a week after school for 
one hour. The club members participated in a range of activities organised by the 
coordinating teacher, who is a full time classroom teacher at the school. The activit ies 
varied week to week, however similar types of activities were planned each term. The 
program was described as follows,  
Each term we aim to: 
- Write and receive a set of pen pal letters with our partner school,  
- Produce some form of artwork based on or inspired by Cambodian culture,  
- Organise a fundraising event for the partner school, and 
- Research, plan and cook a Cambodian dish. (1.4 – Yearly Overview) 
Students from Grades Three to Six were invited to join the club, although this 
researcher reported that recently younger siblings had been welcomed to the club: 
Initially the club was only open to older students in the school, primarily 
because of the pen pal aspect of the club and the students requiring a certain 
level of literacy, however parents began asking about younger siblings 
participating and it has worked quite well having grade 1 and 2 students be 
guided by an older sibling or other students through the activities. (1.2 – 
Researcher Journal) 
The number of students that participated in the club fluctuated throughout the year, but 
averaged 20 students, from a mixture of grades. Several factors were reported in the 
researcher’s journal that impacted student participation such as the day of the week 
clashing with other extra-curricular activities at school (e.g. chess club and swimming 
lessons), transport arrangements for students staying after school and fluctua t ing 
student interest. The school community attempted to address these issues to 
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accommodate students who wished to be involved in the club. An example reported 
was a formalized arrangement with the outside school hours care program to allow 
students to attend Cambodia Club and then sign in to outside school hours care at 
4:15pm, an option that was not previously available to students (1.2 – Self Reflection 
on Interview Questions). 
There was no cost to families for students to participate and the program received 
no funding from the school. Any resources required for the club’s activities were 
sourced from the coordinating teachers’ classroom budget. The school was described 
as being supportive of the program and the coordinating teacher reported a high 
number of positive feedback instances; “I have had several staff and parents comment 
to me that the program is very valuable to the school and enhances the culture of the 
school, in combination with the student council” (1.3 – Research Journal). Despite the 
positive feedback reported there was however, no formal commitment on behalf of the 
school to continue the program, a fact that the coordinating teacher stated in both 
reflective data sources (1.2 Self Reflection & 1.3 Research Journal).  
There were some limitations noted by the coordinating teacher, which were 
based on lack of knowledge of other programs, lack of access to quality resources and 
professional development to assist in the establishment and maintenance of the 
program (1.2 - Self Reflection & 1.3 - Research Journal). There were also practical 
limitations highlighted about the process of sending and receiving pen pal letters, 
which will be discussed further in section 5.2.2. 
4.2.2 School Two 
The program at School Two is part of the school’s Mission Department, which 
oversees religious education within the school as well as outreach programs in the 
wider community. The program was described as an immersion program for students 
in Grade 11. The immersion program has been running annually at the school for nine 
years (2.1 – Questionnaire, P1). Each year the school sends five groups to various 
locations for an immersion experience during the September school holidays (end of 
third term) or the beginning of the December school holidays (end of school year). The 
groups are made up of six students and two staff. Two out of the five groups go to 
locations in Cambodia, one near Phnom Penh and the other near Siem Reap.  The 
immersions are organised by a team of staff, some of whom are teachers, others are 
school support staff.   
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To participate in the program students are required to apply during the first term 
of school. The application process consisted of a personal application from the student, 
a parental endorsement of the application and a personal referee endorsement of the 
application. Each of the documents enquires about the student’s involvement in the 
school and wider community and their ability to relate during group situations (2.9 – 
Student Application, 2.10 – Parent Endorsement, 2.11 – Referee Endorsement). The 
students are required to outline why they want to participate in the program and what 
they hope to gain from the experience. The application also asks the student to 
nominate preferences for destinations of their immersion (2.9 – Student Application). 
Participants reported that each year the school receives between 60-80 
applications, and from these 30 students are selected (12 of whom travel to Cambodia) 
(2.4.P1 – Focus Group). Once selected the students participated in preparatory 
activities during lunch times, after school and also a pre-immersion weekend away. 
During the preparation phase the student and staff groupings are finalized and students 
are told of their destination for immersion.  
The immersion is undertaken during the September or December school 
holidays. The timing is determined in consultation with people at the immers ion 
location. The school reportedly aimed to send one experienced staff member and one 
new staff member on each immersion, (2.1 – Questionnaire P1 and 2.4. P1 – Focus 
Group). During the nine to ten day immersion students visited historical and cultura lly 
significant sights in the area, but their primary activity was attending and participat ing 
at a partner school (2.4.P2 – Focus Group). The immersion locations are arranged 
through the global faith based community network of which the school is a member. 
Throughout the questionnaire and focus group responses staff reported strong 
emphasis being placed on facing challenges, participation, communicat ion, 
relationship building and reflection during the immersion, themes which are apparent 
in the supporting documents. The program overview provided to the school describes 
the intention of the program by answering the question ‘What is an immersion?’ 
What is an immersion? It is not a trip or tour … it is challenging in many ways 
… Whilst on immersion students and staff will have the opportunity to interact 
with students and staff in these communities. You will be integrated into the 
daily life of the people, helping with daily tasks and projects whenever 
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possible, attending classes and experiencing the realities of life for member of 
that community. (2.5 – Program Overview) 
The focus on spirituality and reflection is outlined in the overview document for the 
staff and student preparation weekend, which describes immersion as “a pilgrimage of 
the heart and the body in service of self and others,” (2.7 – Preparation Weekend 
Overview).  This is further explained in the staff guide “Immersion is about 
connectedness, about choices and about an encounter with ourselves, each other, and 
ultimately with God. How do we connect? Journaling, reflecting, conversation, 
laughter, prayer” (2.8 – Staff Guide). This overview demonstrates the value and 
importance the school places on clearly outlining the purpose and structure of the 
immersion program.  
Following the immersion, students participated in reflection activities when they 
returned to school, and were encouraged to share their experience with others. “They 
go and when they come back there are two debrief meetings, one with staff and one 
without … so they have the opportunity to share and unpack their experience” (2.4.P2 
– Focus Group). 
The school had in place a formal agreement with the partner schools in 
Cambodia, through the faith based community network of which they are a part. 
Participants reported that they could foresee the program continuing in its current 
form, Participant One discussed the future structure of the program in the focus group 
discussion: 
As a school we are committed to the program, we think it is a good thing. 
There is always pressure to expand it, but I think we are probably at about our 
limit … we have had larger numbers of students but having that many people 
changes the nature of the experience … so we think 6 boys and 2 staff, for us 
has been the best.  (2.4.P1 – Focus Group) 
This quote demonstrates the reflection undertaken by the staff, to review and reflect 
upon the program and consider the impact it has on the students who participate and 
the communities they visit. 
4.3 RESEARCH CONTEXTS – DISCUSSION 
The nature and structure of the programs in the two schools are very different. 
For School One the program could be described as a long-term ongoing shallow 
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connection with Cambodia, while School Two offers a short term, intensive deep 
connection with Cambodia that is selective of student participants. In this description 
the words shallow and deep are not meant to be critically evaluating the programs, 
merely attempting to describe the activities in which the students are involved.  
The program in School One is based on a regular short afterschool session with 
a group of students, is flexible with student attendance and the opportunities for 
students of interaction with people from Cambodia is only through an exchange of 
letters. In contrast the program in School Two is focused on one extended intensive 
program with travel to Cambodia at the core, encouraging face-to-face interaction and 
requires a commitment from the students involved and their families, both in time and 
financially. As such the application process for the two programs are vastly different. 
School One is welcoming of new students at any point in the year, whereas School 
Two, due to practical considerations is selective, and there are students who cannot 
participate. 
The reported commitment of the schools in terms of the future of the program is 
also varied. School One was established and coordinated by one teacher, who had 
expressed a personal interest in setting up the program. In contrast the program at 
School Two was part of a larger immersion program, which was the distinct 
responsibility of a department within the school.  
It is possible that this difference could be attributed to a range of factors, the 
difference between government (School One) and non-government schools (School 
Two), whereby non-government schools could be described as having more of a focus 
on outreach programs, and the funding available to justify staff coordinating this. The 
difference in age range of students would also be a factor in the different structure of 
the program, taking Grade Eleven students overseas on a school immersion is possible, 
whereas suggesting the same for students aged between six and twelve years old would 
not be practical or appropriate for a range of reasons. The knowledge and 
understanding of the students is also a consideration, during primary school years 
students are still exploring and discovering the scope and size of global issues, whereas 
students in upper high school would have had more experience and knowledge about 
other countries. Whilst these possible reasons for differences in the programs have 
been outlined here, it is not the intent of the research to explain these differences, so 
these are merely suggestions.  
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This chapter has sought to answer the ‘how’ part of the research question and 
has found that the structure of the programs in both schools is vastly different.  
Although, as will be explored in the following chapters, in seeking to answer the 
intention, the ‘why’ part of the research question, there is a wide range of similarit ies 
in the rationale of the staff involved when they describe the intended purpose of the 
programs.  
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Chapter 5: Global Education Findings and 
Discussion 
5.1 GLOBAL EDUCATION  
As discussed in the literature review the term Global Education refers to the 
policy and practices of education systems, schools and teachers that recognise 
Australians as members of a global community and enables young people to develop 
skills to participate in shaping a better shared future. Global Education has four 
emphases;  
x the development of a sense of self and appreciation of cultural diversity; 
x the development of relationships with others; 
x peace building; and  
x social justice. 
As outlined by the Curriculum Corporation (2008), the promotion of open-
mindedness and a predisposition to take action for change is at the centre of Global 
Education. 
This chapter examines the focus of Global Education in each school respectively 
and also discusses two sub themes; namely relationship building and Australia ’s 
Connection with Asia. As highlighted in the literature review, the formation and 
building of relationships are part of three of the main focus areas of this research, 
Global Education, Values Education and Intercultural Understanding. Through the 
analysis of the data two aspects of relationship building emerged: relationships 
between Australian students and Cambodian communities and relationships within the 
program between the Australian students and staff. The first aspect of relationship 
building, between communities, is included in this section as it is one of the four 
emphases of Global Education; the second aspect of relationship building, 
relationships within the program, is addressed as part of Values Education in Chapter 
Six. As discussed in Chapter Two, it is recognised that Global Education and Asia 
Literacy have developed independently of one another, however due to commonalit ies 
between the two, both will be addressed in this chapter.  
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5.2 SCHOOL ONE 
There was a strong focus on Global Education in the program at School One, 
primarily evident in the questionnaire responses and reflection sources completed by 
the coordinating teacher (1.1, 1.2 and 1.3). The notion of Global Education was 
reported as one of the primary reasons for establishing the program and also as one of 
the perceived benefits of the program (1.3 – Research Journal). The teacher reported 
that she believed the program impacted upon students’ perceptions of themselves as 
global citizens: “I think this program widens their worldview and opens them up to 
realizing there is a range of cultures and places beyond the community they know … 
Hopefully it develops or enhances an appreciation of other cultures” (1.2 – Self 
Reflection on Interview Questions).  
This intentional focus on Global Education was also evident in the range of 
activities undertaken by the students in the program: “I try to place emphasis on the 
communication through pen pal letters and learning about Cambodian culture by 
organising hands-on activities. I also try to connect the students with reasons and 
purpose when we fundraise, for example paying a teacher’s salary for a month” (1.2 – 
Self Reflection on Interview Questions).  
A sample of an activity was a comparison activity (1.10 – Compare & Contrast 
Activity) which gave the students the opportunity to reflect on their own schooling and 
daily life in comparison with a girl in rural Cambodia. The students’ responses 
(Appendix I) reflect a focus on finding commonalities and recognizing differences in 
daily life. The students focused on a range of aspects of daily life for this activity as 
outlined in table 5.1:  
Table 5.1  
Summary of aspects of daily life recognised by students in compare and 
contrast activity 
Activities/hobbies Skipping at school, soccer at school, both ride a bike 
Language She speaks Khmer, I speak English 
Family structure Two younger brothers, one younger sister, both oldest child 
Schooling Both do maths regrouping, have uniforms, desks, classrooms 
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This activity also demonstrates commonalities with Values Education and 
Intercultural Understanding, suggesting that by incorporating or focusing on Global 
Education, teachers are also incorporating Values Education and Intercultura l 
Understanding into the learning experience. This interconnectedness was also evident 
in the mapping of the interconnectivity of themes during data analysis (Appendix E), 
whereby data demonstrating a focus by staff on Global Education also demonstrated a 
focus on aspects of Intercultural Understanding and Values Education and to a lesser 
extent Relationship Building and Australia’s Connection with Asia.  
School One also reported feedback from the school community that the program 
had impacted beyond the students directly involved and has fostered a great global 
awareness amongst families:  
“Parents and staff often ask me for more information about our partner school 
and several families have expressed that it has been a starting point for their 
family to discuss issues of poverty, developing countries and an appreciation 
for Australian culture and living standards. There has also been two families 
from our school who have been to Siem Reap on family holidays and gone to 
the partner school and spent time there during classes, an opportunity that 
would not be possible without the program connecting the two schools”. (1.2 
– Self Reflection on Interview Questions) 
5.2.1 Australia’s Connection with Asia  
As discussed in the literature review, the way in which Australia’s connection 
with Asia is represented and enacted can be viewed as an aspect of Global Education. 
This was reflected in the data collected from School One with several of the data 
sources reflecting aspects of Global Education whilst focusing on Australia ’s 
connection with Asia.  
The intentional range of activities represented in the data sources indicated that 
the club attempted to portray a holistic notion of Cambodian culture, “I would like the 
students to take away from the program the feeling that all countries have a rich, 
vibrant and diverse culture that is no more or less important than their own, that there 
is more to Asia than they might currently know” (1.3 – Research Journal). The 
coordinating teacher commented that often students shared a preconceived idea of 
Asian countries, based on travel experiences, movies and television or what they had 
learnt from their families (1.1 – Questionnaire).   
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I try to emphasise that Cambodia is one small part of the larger region of Asia 
and discuss the diversity of the region. Often I will link that back to what they 
know to help them understand the size and scale of Asia. For example I have 
used the number of students in the school to represent Asia, and I explain to 
the students, ‘Your group of ten friends is Cambodia, the other people in your 
grade might be Vietnam, Laos and Thailand because they are neighbouring 
countries and similar size, and all the other grades represent different regions 
and countries within Asia. Then the schools around our area might be different 
parts of the world, Africa, Australia, North America etc. There are aspects of 
our groups that are the same, and aspects that are very different. (1.2 – Self 
Reflections on Interview Questions)  
It was also noted by the coordinating teacher that the population of the school meant 
that for some students their knowledge of or interaction with Asia was quite minimal, 
and that this would vary from school to school within Australia. “I know other schools 
have a much more diverse range of students and the opportunity to discuss Asia or 
countries within Asia is more prevalent, but that isn’t the case in our school, so the 
club is a starting point” (1.1 – Questionnaire).   
The data also demonstrates a commitment of the program to emphasise the 
personal connections and relationships as well as cultural awareness: “The club is an 
afterschool club aimed at encouraging students to learn more about Asian cultures and 
traditions and develop personal connections with a school in Cambodia” (1.4 – Yearly 
Overview).  Upon reflection the coordinating teacher described her perception of what 
opportunities the program provided: 
It gives the students a real connection and an opportunity to build a 
relationship with students and a community that would be otherwise 
inaccessible to them. So rather than the region of South East Asia or the 
country of Cambodia being an abstract or foreign notion, the students are able 
to connect people with a culture. (1.2 – Self Reflection on Interview 
Questions) 
By explicitly outlining personal connections as a feature of the program, it 
demonstrates a commitment by the coordinating teacher to foster a positive and 
holistic representation of, and attitudes towards Asia, as suggested and encouraged in 
the literature outlined in Chapter Two (Hassim, 2013; Rizvi, 2012).  
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When considering the concept of Asia Literacy, the program at School One does 
not incorporate the teaching of language into their program, focusing primarily on 
building cultural knowledge and awareness and fostering relationships. The ways in 
which the program at School One incorporates Asia learning into their program 
demonstrates an approach that is towards the shift described by Rizvi (2015) and 
Hassim (2015) in Chapter Two, negotiating intercultural relations and viewing Asian 
cultures in their own terms. The coordinating teacher at School One places a strong 
emphasis on the relationships formed through the program, which will be analysed 
further in the following section.  
5.2.2 Relationship Building between communities  
The development of a partnership and ongoing communication between the two 
schools was recognised as a key factor in the establishment of the program in several 
of the data sources. The program at School One was established in 2013, and had 
continued to grow through 2014 and 2015 (1.3 – Research Journal). The coordinating 
teacher at School One reported an emphasis on making connections through pen pal 
style letters between students: 
The purpose of writing and receiving pen pal letters for me as a teacher was 
to give the students the opportunity to develop personal connections with the 
students in Cambodia and offer them a chance to learn about another culture 
from children their own age, and also give the students in Cambodia the same 
opportunity and the chance to practice their English, a factor of importance 
for the principal of the Cambodian school. (1.8 – Pen Pal letters - Overview) 
The first of the pen pal letters were sent in June of 2013, and this was stated to have 
continued throughout 2014 and 2015 and it was reported that the Australian school 
had sent a total of 12 sets of pen pal letters, and the Cambodian school had sent 11 sets 
of letters (Appendix J) (1.8 – Pen Pal Letters – Overview). Whilst the coordinating 
teacher portrayed the pen pal letter exchanges as ongoing, there were some limitat ions 
reported with their pen pal style approach to connecting students, noting “several 
factors made it difficult to maintain regular contact between students” (1.8 – Pen Pal 
Letters – Overview). These factors included differing school term dates meaning that 
often school holidays did not align and there would be significant gaps in time in 
sending or receiving the next round of letters.  
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The fluctuating nature of the club membership in Australia and the attendance 
levels of students in Cambodia meant that it was hard to pair up one Australian student 
with one Cambodian student. This limitation was explained in the reflections on the 
pen pal activity: 
At times we would receive letters and up to half the students they were 
addressed to weren’t there that day, or had left the club, or had finished at our 
school. The same would happen from their end, my students would address 
letters to specific students only to find they had changed classes or were not 
attending school at that time. (1.8 Pen Pal Letters – Overview) 
It was noted that ‘hiccups’ like these were addressed as they arose and “in the end we 
agreed to address the letters generally to a class or group and write on a specific topic, 
for example families, foods, leisure activities, so that we could maintain regular letter 
writing” (1.8 – Pen Pal Letters – Overview). 
The development of the relationship between the two schools was not 
predetermined, and as reported in the self-reflections, diverged drastically when 
families from the school planned to visit the school in Cambodia. “When it began I 
never envisaged students in Grades 2 and 4 visiting the school with their families, but 
this was an unexpected surprise of the relationship that has evolved between the two 
schools” (1.3 – Research Journal). The increasing access to technology and social 
media was also noted as an unexpected virtual space for the relationship to evolve in. 
Connections were made between the Facebook sites of both schools, allowing the 
wider school community in Australia to have access to more information, images and 
videos of the school in Cambodia. “The ease of access to photos, videos and social 
media updates of the school in Cambodia made it easier for students and parents in the 
club and the wider school community to connect with the school in Cambodia” (1.2 – 
Self Reflections on Interview Questions). However, it was explained that, Facebook 
was not as accessible for the school community in Cambodia due to limitations with 
access to Internet and technology.  
Several of the data sources indicated that the coordinating teacher did not feel 
the relationship between the two communities could have been formed without her 
having travelled to the school several times and meeting with the principal, teachers 
and students and maintaining ongoing email communication with the school principa l 
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(1.3 – Research Journal). The value of travel for teachers will be discussed further in 
Chapter Seven. 
 School One reported a high value placed on developing a relationship with a 
specific school community in Cambodia providing a real connection to a community 
that would be otherwise unreachable (1.2 – Self Reflection on Interview Questions). 
The way in which the school community viewed the relationship between the two 
schools was also described as evolving by the coordinating teacher:  
I think in general the club and associated fundraising activities are well 
received by the school community. At times I think there is a lack of 
recognition from families and some members of staff of the connections that 
the students are able to make and the relationship that has evolved between 
the schools. The club, I think, is sometimes viewed in a superficial or 
tokenistic way that fails to recognise the meaning that students are getting 
from it, but I think that is changing slowly as people become more aware of 
the connections students have made (with students in Cambodia and also with 
their own global awareness). (1.2 – Self Reflection on Interview Questions) 
The teacher also reported feeling that part of her role in coordinating the club was to 
continually emphasise and communicate the range of activities the club participated in 
to her wider school community (1.3 – Research Journal). Reactions of surprise were 
reported to frequently occur when students in the program took part in activities that 
were in no way linked to fundraising. This suggests that the teacher was encounter ing 
a mixture of reactions from the school community, and possibly there was a 
misconception about the purpose of the club, although further data would need to be 
collected from the wider school community to confirm whether or not the community 
were able to identify the purpose of the club.   
5.3 SCHOOL TWO 
Global Education was identified by staff as not being a key focus area of the 
program run at School Two, however, participants identified that it was more than 
likely a by-product of the program. One staff member noted “We don’t set up the 
immersion to make them global citizens, but I would say that they probably have a 
sense of that (Global Citizenship) after the experience” (2.4.P1 – Focus Group), whilst 
another observed, “It is not the intention (of the program) but it is certainly something 
that happens” (2.4.P2 – Focus Group).  
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Staff commented on the power of the program to challenge or change students’ 
world views: “students have their world challenged, their view of the world 
challenged. They find that the whole world isn’t like this (Australia), that the world is 
not what they are used to” (2.4.P1 – Focus Group). Similarly, the staff guide noted: 
“Why immersion? This experience expands people’s view of the world and 
themselves” (2.8 – Staff Guide). Staff members also recognised that ‘experiencing the 
developing world’ and ‘gaining insight into the complex challenges facing people in 
difficult social, cultural, and economic circumstances’ were two of the reasons for 
establishing the program (2.1 – P1 Questionnaire Response). These responses indicate 
aspects of Global Education; social justice and appreciation of cultural diversity and 
also suggest strong links with pillars of Values Education.  
Several of the statements from the participants in the focus group discussion 
drew upon features of Global Education in connection with Values Education and 
Intercultural Understanding, two themes that will be examined in the following 
sections. Participant Two suggested that she felt that during the immersion “the 
students develop an understanding of the nature of the world and how that works, 
particularly in Cambodia, the story of the land, the history, the people” (2.4.P2 – Focus 
Group). She went on to describe the program as global education and values education 
and intercultural understanding and interconnectedness all “rolled in as one” (2.4.P2 – 
Focus Group). The focus on aspects of Global Education was also stated in the 
program overview document that described attributes of potential participants in the 
immersion: “a successful student could be a student who has an open mind and heart 
and has a keen interested in social justice issues” (2.6 – Program Overview).  
These statements reflect the interconnectedness of the three themes, which was 
also evident in the mapping over themes during analysis (Appendix E) and also reflect 
that whilst staff may not have identified that the program is based on Global Education 
principles, it does, in fact, draw upon the two key features of Global Education 
identified by the Curriculum Corporation (2008). These features are the promotion of 
open-mindedness and taking action for change. Furthermore, the data suggests that a 
strong emphasis is placed on relationship building throughout the program, and this is 
one of the four emphases of Global Education.  
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5.3.1 Australia’s Connection with Asia  
The Cambodian immersion program at School Two is two of five immersions in 
the Asia-Pacific region, which demonstrates the importance the school places on 
connecting their students with Asia. The school sends students on immers ion 
programs, not just to Cambodia, but several other countries in the region (2.1 – 
Questionnaire, Participant One). The data collected identified one of these locations 
as a Pacific island, and another to be part of Asia, however exact countries were not 
identified by the participants. Data from School Two suggests that the staff believe 
there is a preconceived idea of Australia’s connection with Asia amongst their students 
and that challenging their students’ views was an integral part of this program.  
For lots of these students, their experience of Asia in Hong Kong shopping, 
or Singapore, and the heart of Cambodia is confronting for them … I have that 
conversation with the students … ‘What are you seeing Asia as? Are you 
seeing it as a cheap holiday, or is it somewhere that people have more dignity 
than that?’ (2.4. P2 – Focus Group) 
Participant One highlighted in the focus group that “Asia is important to us (Australia) 
politically economically and in other ways” (2.4.P1 – Focus Group) but reiterated that 
that is not the only reason to visit Asia and emphasised the importance of 
communicating that to their students. This echoes the argument of Rizvi (2015) who 
stated that relationships with Asia should not be “the means to economic or strategic 
ends” (Rizvi, 20150, p.  67). 
Participant One also highlighted that the notion of ‘Western Assistance’ was 
discussed very clearly and thoroughly with the students:  
We do try to make sure the students don’t think they are the big white men 
going to try and save them … It (the program) is not about our students going 
there and building a garden to try and help the poor people of Cambodia, that’s 
an insulting sort of Western imposition.  (2.4.P1 – Focus Group) 
A recurring notion in the data from School Two was the importance placed by the 
school staff on connecting with people and open and authentic communication during 
the immersion for both students and staff. When considering the development of Asia 
literacy in the program at School Two, there is little or no emphasis on the teaching or 
development of language, and the main focus is on intercultural connections, respect 
of culture and relationship building.  
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5.3.2 Relationship Building between communities  
As School Two is part of a wider faith based network of schools and 
communities, forming ongoing relationships with the communities they visit was a 
key part of their immersion program and its continuation. According to the participants 
of this study, one of the main benefits for the school is the connection that has formed 
between the communities they visit for immersions (2.1 – P1 Questionnaire). The 
collaborative nature of the relationship that is formed is not a by-product of the 
immersion; it is an integral feature of how the program was intended to run: “the 
program is designed to work with the communities we visit” (2.2 – P2 Questionnaire). 
The emphasis on relationship building is communicated clearly to the school 
community in the documents about the immersion program and reiterates aspects of 
the school mission and ethos of community and relationships, 
Why Immersion? To build a sense of community. To participate in an 
immersion is to create relationships with the local people and to see below the 
surface of what you can hear, see, taste, touch and smell. In these immersion 
experiences you will become part of the X4 community, some of which are 
located in isolated parts of the countries we visit. (2.5 – Program Overview) 
The nature of the relationship that formed was also discussed by the participants in 
both the questionnaire and focus group responses; “Continuity and ‘realness’ of 
relationship with our receiving communities is also very important to me” (2.2 – P2 
Questionnaire Response) and “that is part of the immersion experience, the ability to 
communicate on all different levels” (2.4.P3 – Focus Group). The data also represented 
the ongoing nature of the relationship being important to the school community, stating 
that they send staff members for two consecutive years because “It is better for the 
communities we visit. If they see a familiar face … it is better for them; I mean it is 
good if they have that continuity” (2.4.P2 – Focus Group). 
Several times during the focus group discussion the importance placed by the 
staff and school on relationship building as an integral feature of their immers ion 
program was highlighted. “What we have got seems to work for the communities that 
we go to, which is paramount really” (2.4.P2 – Focus Group). Whilst relationship 
building is the focus of the immersions, the students are welcome to participate in a 
                                                 
 
4 To preserve anonymity of the school, the name has been removed  
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range of ways, “we are very clear on that, if there is things that we can do, to physically 
help, sure. But far more importantly is the relationships that they form” (2.4.P2 – Focus 
Group). 
5.4 GLOBAL EDUCATION - DISCUSSION 
When considering the four emphases of Global Education outlined in section 
5.1, the programs in both School One and School Two have a stronger demonstrat ion 
to some emphases than others. This section analyses how the findings from the data 
demonstrate these alignments to the emphases of Global Education and then considers 
how the programs address Australia’s connection with Asia and the importance of the 
development of Asia Literate students.  
The rationale of the coordinating staff at each school was vastly different in 
terms of addressing Global Education. School One reported Global Education as a key 
motivator for establishing the program, and structured the program and certain 
activities around addressing Global Education. School Two however, identified that it 
was not specifically the purpose of the program, although it did recognise that Global 
Education was a by-product, which they classed as an additional positive outcome of 
the program.   
The data from both schools demonstrated that the development of a sense of self 
and appreciation of cultural diversity are at the heart of their programs. The data from 
School One did not specifically outline the development of a sense of self, however 
activities such as the compare and contrast activities and writing letters about their 
own life, hobbies and interests does address this as students were required to recognise 
or outlines aspects of their own life, which would in part lead to the development of a 
sense of self (Appendix I). At School Two, spirituality was a key feature in the 
program, with staff highlighting that they taught the students about three types of 
‘encounter’, encounter with self, with others and with God. This will be explored 
further in Chapter Six, but it is noted that through the ‘encounter with self’ students 
were encouraged to examine their own world view and beliefs, which aligns with the 
development of a sense of sense as part of Global Education. In addition to the 
development of sense of self, developing and appreciating cultural diversity played a 
major role in both schools, which will be explored further in Chapter Six as an aspect 
of Intercultural Understanding.  
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Neither school specifically addressed the notions of ‘peace building’ or ‘social 
justice’ as parts of their programs, however during the focus group at School Two, 
Participant One discussed Intercultural Understanding and his view of the current 
climate in Australia: 
I know the focus of this is Asia but in some ways the greater need in Australia 
possibly is an intercultural understanding about people from Middle-Eastern 
countries or Muslim countries. I think that is where the need is, and that is 
probably where the greatest disconnect is. … in terms of Australian society 
and the issues that confront Australian society we need greater intercultural 
understanding, with a greater range of nations I suspect. And that is, as we are 
finding, very difficult to establish that understanding. (2.4.P1 – Focus Group) 
Whilst not specifically mentioning peace building or social justice, this comment 
demonstrates that the staff involved in the program are also aware of these two 
emphases of Global Education, whilst they may not explicitly address them in their 
program. It also demonstrates the connections between these emphases and 
Intercultural Understanding, which will be further explored in Chapter Six.  
Both schools also heavily emphasised the development of relationships with 
others, although the relationships that are formed by each program are quite different 
in nature. The relationship for School One and their Cambodian community is based 
on maintaining regular communication via letters, emails and social media. Visits to 
the Cambodian community by the coordinating teacher or families from the school are 
supplementary to the program. The emphasis on regular communication has, in some 
cases, resulted in a long term relationship between the students and members of the 
Cambodian community “I have had one student who has been a member from the 
beginning, and now that she is almost finished primary school, has expressed a desire 
to continue communicating with, and fundraising for the school” (1.3 – Research 
Journal). Although the coordinating teacher highlighted that this was only one student 
and other students did not form the same ongoing connection. Whilst the relationships 
formed have the potential to be for a longer period of time, they are not as immers ive 
and lack the personal contact which is provided by the program in School Two, a fact 
recognised by the coordinating teacher, “Of course it is not practical to take primary 
aged children to Cambodia, so they won’t necessarily get face-to-face contact or 
experience being there themselves, however if the program can spark their interest 
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maybe they will travel there at a later stage of their life” (1.3 – Research Journal). In 
contrast School Two placed visiting the communities at the centre of their program, 
resulting in short-term immersive relationships between the students and the members 
of the Cambodian community.  The short-term nature of the immersion program was 
recognised by staff at School Two: “certainly the communities we go to, they (the 
Australian students) are encountering complete strangers, that they may never see 
again, but have quite phenomenal impact on their lives” (2.4.P2 – Focus Group).  
When considering the two aspects of Asia Literacy highlighted in Chapter Two, 
the development of Asian languages amongst Australians and knowledge and 
understanding of cultures in Asia, both School One and School Two focus almos t 
exclusively on the second area. Neither school explicitly taught the Khmer language 
spoken in Cambodia, although the coordinating teacher at School One acknowledged 
that her students picked up a few phrases from her and from student letters (1.3 – 
Research Journal).  The viewpoints expressed by the teachers and staff from both 
schools echoed the research of Halse, et al. (2013), who found that 72% of 
respondents, (n=675) who were teachers or principals, believe that a benefit of having 
a focus on Asia was the building of Intercultural Understanding. The participants of 
this research also suggested benefits within the realm of Values Education, which will 
be explored further in Chapter Six. The work of Halse, et al. (2013) also described the 
concept of an ‘Asia Literate Teacher’. Whilst none of the participants from either 
school used this term, they demonstrated aspects of this concept, which will be further 
explored in Chapter Seven.  
This study does not aim to highlight one approach to addressing Global 
Education as superior to the other, rather it aims to provide insight into intentions and 
the range of ways in which schools and teachers are enabling their students to connect 
and form relationships as an integral part of Global Education. This is also a key 
feature of Intercultural Understanding, and findings for this will be discussed further 
in Chapter Six. 

  
Chapter 6: Values Education and Intercultural Understanding Findings and Discussion  91 
Chapter 6: Values Education and 
Intercultural Understanding 
Findings and Discussion 
6.1 VALUES EDUCATION AND INTERCULTURAL UNDERSTANDING 
As established in Chapter Two, Values Education and Intercultura l 
Understanding are inextricably linked and essential aspects when considering school 
partnership programs between Australia and Asian countries. This chapter outlines the 
findings from the data from each school in considering the many aspects of the 
programs that fall under the broader areas of Values Education and Intercultura l 
Understanding. There are significant areas of similarity between the two schools, 
relationships within the programs and consideration of the costs of each program. 
During analysis however, different focuses from each school emerged which have 
been classed as sub-themes within Values Education and Intercultural Understanding.  
School One reported significant emphasis from the coordinating teaching on student 
peer teaching, access to resources and hands on activities whilst the data from School 
Two emphasised a focus by staff on reflection and spirituality. The findings for all of 
these sub-themes will be examined separately for each school before a discussion 
about the overall interpretation of Values Education and Intercultural Understanding 
by the staff at both schools.  
As outlined in Chapter Two both Values Education and Intercultura l 
Understanding rely on a holistic approach. Values Education is intrinsically linked 
with the notion of Intercultural Understanding and both draw upon the cognitive and 
affective domains. Teaching for the development of Intercultural Understanding 
should incorporate not just knowledge building but also more transformative 
approaches which develop critical thinking, empathy for different viewpoints, 
understanding of social issues and taking action to address these (Hassim, 2013).  
6.2 SCHOOL ONE 
Data collected from School One demonstrates that Values Education and 
Intercultural Understanding are key parts of the purpose of the club, both reported by 
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the teacher and demonstrated through the student artefacts. The teacher reflected that 
this was intentional and part of a larger school focus on Values Education and diverse 
range of activities: “our school does try to incorporate more than ‘the basics’ of the 
curriculum and provides a range of special interest clubs and groups for students to 
join. The school also invests in specialist teachers for The Arts (dance, drama and 
visual arts)” (1.2 – Self Reflection on Interview Questions). 
 Four values pillars emphasised in the school were also stated to be respect, 
responsibility, resilience and safety and these were incorporated into everyday school 
life. The coordinating teacher explained that she felt it was easy to link their program 
with these pillars, in particular respect and responsibility (1.3 – Research Journal). The 
teacher also explained the strong links between the Cambodia club and the school’s 
Student Council: “the Student Council tries to focus on local, national and global 
causes each term, so it has been another driving force in terms of fundraising and 
awareness of Cambodia in our school community” although she also added that 
Cambodia was not the sole focus of the global emphasis from Student Council (1.2 – 
Self Reflection on Interview Questions).  
When asked specifically about how the program addressed or incorporated 
Values Education the teacher stated this occurred in several ways, which was also 
demonstrated through the artefacts: 
The club embodies several aspects of Values Education. It looks at 
relationship building, and provides opportunities for developing Intercultural 
Understanding. It is very informal so students don’t feel pressure to achieve 
any set benchmarks or outcomes. It is led by student interest and engagement 
so students tend to be quite positive about the activities. (1.2 – Self Reflection 
on Interview Questions) 
The teacher also stated that she felt the club was a way of developing well-rounded 
young adults who are aware of the world and their place in it and also develop a view 
of joint responsibility for global issues (1.2 – Self Reflection on Interview Questions). 
This demonstrates the notion of drawing upon the cognitive and affective domains and 
taking on a transformative approach as described by Hassim (2013), as well as the 
general capabilities of the Australian Curriculum (ACARA, 2014a). 
The data also outlined the several benefits the teacher perceived were a result of 
the program, in combination with other process at their school. For the school 
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community it was reported that the program fostered a sense of importance of global 
issues, which influenced fundraising and awareness activities in the school. The 
program was also recognised by the coordinating teacher as a factor in an increased 
number of students becoming actively involved in wider school community activit ies 
such as walkathons, homeless donation drives and community events such as Shave 
for a Cure (1.1 - Questionnaire). The teacher explained that they perceived challenges 
or limitations to the program in developing Intercultural Understanding in a holist ic 
way, “It can be a fine line between a token attempt to incorporate Intercultura l 
Understanding and the implementation of meaningful experiences for students” (1.2 – 
Self Reflection on Interview Questions). She went on to express concern, that despite 
intentions of developing Intercultural Understanding across all levels, sometimes she 
felt the club was operating within the contributive or additive phases because she was 
simply incorporating content and resources from other cultures. The participant 
explained that she felt that the program was not consistently addressing the 
transformative or social action phases, which incorporate a deeper and more 
meaningful approach through multiple viewpoints and social action (Hassim, 2013).  
The limitations were not solely teacher imposed, with reports that “At times it feels 
there is a certain level of expectation about raising funds for the partner school in 
Cambodia (from both schools), and it can be difficult to move the relationship between 
the communities beyond fundraising to more meaningful intercultural experiences” 
(1.1 - Questionnaire). 
Despite recognising what she felt were limitations of the program, the teacher 
clearly expressed through the data the vital importance she personally placed on a 
focus on Values Education and Intercultural Understanding:  
Especially in the current climate in education, with increasing importance 
being placed on measurable outcomes and data, I think the notion of 
education’s role in creating passionate, active and informed citizens with 
critical literacy skills can sometimes be lost or forgotten, as schools are 
becoming more and more data driven, competitive and skills based. (1.2 – Self 
Reflection on Interview Questions)  
This highlights that the personal viewpoints and values held by the coordinating 
teacher are deeply grounded in Values Education.  
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6.2.1 Consideration of Cost  
The program at School One operates at no cost to the parents, and minimal cost 
to the school (1.5 – Parent Letter). “Cambodia Club generally runs at no cost. 
Occasionally activities which incur a cost, such as cooking, are covered by the 
classroom teacher or by the teacher’s classroom budget” (1.1 - Questionnaire). The 
decision to keep the club cost-free for participants was explained by the coordinating 
teacher: 
I think it is important to demonstrate to students and parents that they can be 
involved in a club or program that does not involve a cost, it draws attention 
to the fact that the club is based on relationship building and opportunities to 
communicate and discuss. It also avoids the attitude that is sometimes 
associated with parents having to pay for student activities and the question of 
‘What are we getting for our payment?’ and that changes the whole dynamic 
of the program. From a personal point of view I also think that it would be a 
little incongruous to charge the school or families to connect with a 
community that survives on a fraction of our income. (1.3 – Research Journal) 
The teacher stated that their program was one of only a few after-school options 
that did not involve a financial contribution from parents. She reported that she felt 
this had a direct impact on how the parents viewed the program, and that a result of 
this was that “parents are always very appreciative of the time I put in as a teacher and 
the opportunity the students are given in the club” (1.3 – Research Journal). This 
feedback from parents was reported to have been through informal discussions, emails 
and discussions parents had with other families or school staff that had been reported 
back to the coordinating teacher.  
The data also highlighted that the lack of specific funding for this program was 
also viewed as a limitation to its effectiveness by the coordinating teacher:  
There’s no funding for resources, so I often feel that the program is not as 
meaningful as it could be if the school was to allocate a little funding towards 
the running of the program, not so much in dollar value, but more so in 
planning time or professional development opportunities for me to extend my 
knowledge and hopefully enhance the program. (1.3 – Research Journal) 
It was recognised that the school does provide certain resources for the club, by way 
of the use of classrooms after school, access to Internet for communication with the 
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partner school and also classroom resources (usually craft resources such as cardboard, 
paint, materials, scissors and glue) when required. The consideration of cost in relation 
to the partner school and fundraising was also highlighted in the data collected from 
School One:  
It feels like a balancing act sometimes, ‘How much impact will the money I 
spend on this program impact versus how much impact would the same money 
have in the partner school?’ I think it is important to keep that in mind, but 
because the club isn’t based solely on fundraising I feel it is appropriate to 
spend some money or use a reasonable amount of resources for the learning 
experiences I am giving my students as part of a larger goal of Global 
Education and Intercultural Education. (1.3 – Research Journal)  
This thorough consideration of no or low cost demonstrates an ongoing focus by the 
coordinating teacher to embody the values being promoted in the program.  
6.2.2 Relationships within the program  
When the program was first established, the main focus of relationship build ing 
was between the Australian students and the Cambodian community as previously 
outlined in section 5.2. The teacher reported being surprised at the bonds she observed 
forming between the students within the group at the school, particularly between 
students in different grades. “You often forget as a teacher that students are familiar 
with the students in their class and grade, but not so much with students from other 
grades. After the first few weeks I saw the older and younger students really start to 
connect” (1.3 – Research Journal). This student bonding was reported by the 
coordinating teacher as an unexpected benefit of the program.  
Linked with this opportunity for students to get to know students from other 
grades was the opportunity for siblings to work together on projects, an opportunity 
the teacher stated was not often available at school if siblings were of differing ages : 
“really the only time I have seen siblings work together on the same projects at school 
is when twins are in the same grade, or in the leadership buddy program where older 
classes work with the prep and grade one students” (1.3 – Research Journal). Data 
from School One also suggested that the multi-age nature of the club helped some 
families from a practical perspective, because “unlike other extra-curricular activit ies 
which are scheduled around age or ability, like sports, siblings of varying ages can 
attend together and parents only need to organise one pick up, which for parents can 
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be an incentive too” (1.2 – Self Reflections on Interview Questions). There was data 
that suggested the teacher was conscious of varying perceptions of the club from 
parents, with scheduling, supervision and cost to parents mentioned.  
6.2.3 Peer learning/teaching 
There were several unexpected benefits reported by the teacher at School One, 
one of which was “the students’ interest and eagerness to share their knowledge about 
Cambodian culture with the rest of the school community” (1.2 Self Reflections on 
Interview Questions). This was demonstrated through the students expressing the 
desire to run lunchtime activities for the school and speak on assembly. In the third 
year of the program (2015) the teacher arranged a ‘Cambodia Week’ (Appendix K) for 
the school and a key part of this week was the organising and running of activities for 
students across the school by the student participants of the program. The teacher 
reported that the students showed a high level of ownership and enjoyment of the 
activities. The activities included paper craft, Cambodia games and Cambodian 
dances. In the weeks leading up to the event the teacher guided the students to learn 
about the activities in the afternoon sessions before supervising the students preparing 
the activities for their peers (1.6 – Cambodia Week Overview and Purpose).   
There were other opportunities for the students to share their knowledge 
throughout the year, and the teacher reported several instances when she overheard 
informal discussions:   
I have heard them say to other students ‘The money is going to buy books for 
kids in Cambodia that don’t have any books’ or ‘Did you know they get to 
grow rice and feed chickens at their school?’  and ‘Cambodia is in Asia, it is 
between Vietnam and Thailand’. They tend to love taking on the role of 
informing others about what they have learnt. (1.3 – Research Journal)  
The teacher reported at times intervening in conversations such as these when she was 
aware that students were making statements that were misguided or untrue. The 
teacher explained her reasons for intervening by saying that rather than treating it as a 
simple correction of facts, she approached it as a learning experience and opportunity 
to have further discussion about the topic. An example was given of an exchange of 
this nature occurred: 
On the day of our Cambodian inspired meal I overheard a couple of students 
saying how they were jealous of kids in Cambodia because they got mango 
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ice-creams all the time. I couldn’t help myself but interrupt and, in a friendly 
and open way, explain that whilst we were calling this a Cambodian meal, it 
didn’t necessarily reflect what Cambodian children ate every day, and indeed 
would probably be considered quite a treat by Cambodian children. This led 
to a great discussion about what they might serve at the Cambodian school if 
they had an Australian meal day. (1.3 – Research Journal) 
The teacher recognised that it would not always be possible to address misconceptions 
or incorrect information, but expressed hope that other staff and parents would feel 
comfortable having similar conversations.  
The students’ interest in sharing their knowledge was reported to have extended 
beyond their peers: “Several families have mentioned to me that their child has been 
telling or teaching extended family members and family friends about Cambodia” (1.3 
– Research Journal). This was reported as another unexpected benefit of the program, 
and the teacher acknowledged that it was becoming a feature of the school: “When I 
told a teacher from a nearby school where I worked they remarked that their niece was 
greatly enjoying learning all about Cambodia at our school, before realising that I was 
the coordinating teacher” (1.3 – Research Journal). Informal exchanges, such as these, 
were described by the coordinating teacher as highlighting the ‘unknown and 
immeasurable impact’ of the program.   
6.2.4 Hands-on activities 
The program in School One placed a strong emphasis on participation in hands-
on learning activities (1.1 – Questionnaire). The variety of activities undertaken in the 
program was outlined in the yearly overview and letter to parents: “Students who wish 
to be part of this club should be interested in a range of activities from writing letters, 
working on art projects, researching and cooking” (1.4 – Yearly Overview and 1.5 – 
Parent Letter). Examples of the hands on nature of the activities were provided in the 
data and included cooking, artwork and games based on Cambodian culture or daily 
life as seen in table 6.1. The artefacts from the program at School One reiterate the 
focus reported by the coordinating teacher on hands on activities being an integra l 
feature of the program.  
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Table 6.1  
Examples of ‘Hands On’ learning activities in the program at School One 
 
Example cooking lesson, a banquet of green 
curry, rice paper rolls, Asian vegetable salad and 
a selection of fresh fruit prepared and shared by 
the students (1.11 – Photos) 
 
 
 
Cambodian toy for a game known as Shuttlecock 
kicking. Several of these items were puchased by 
the coordinating teacher in Cambodia and used 
to teach and play the game with the Cambodia 
Club (1.11 – Photos) 
 
 
Artwork inspired by Cambodian Apsara 
Dancers. Designed and created by students and 
displayed in school foyer (1.7 – Sample Art 
Work).  
6.3 SCHOOL TWO 
Data collected from School Two demonstrates that Values Education was 
interwoven throughout the program and the wider school community. There were  
additional values enacted throughout the school based on the faith-based network of 
the school. The whole school behaviour program or code of conduct was not collected 
as part of this research, however comments made by the participants and sections of 
these were reflected in the program documents collected. These insights into the code 
of conduct and behaviour expectations at the school reflected the ways in which the 
school incorporated Values Education, not just into their immersion program, but also 
across the wider school community. Notions of spirituality and reflection were also 
evident as aims of the program and will be explored further in section 6.3.3 and 6.3.4.  
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6.3.1 Consideration of Cost  
The exact cost of the program at School Two was not specifically outlined in the 
data, however there were several aspects of cost to this program:  
x the cost of administration and support staff in preparing requirements for 
immersions; 
x the cost of the students and staff attending the preparation weekend prior to 
the immersion; 
x the cost of the immersion (for example: airfares, accommodation, meals and 
insurance); 
x the cost to the school to have staff attending the immersion (wages and also 
cost of the trip); and  
x the cost to the Cambodian communities in hosting the students and staff. 
It was reported that the school covers the cost of staff attending immersions and 
students’ families pay a significant contribution to the cost of their participation in the 
immersion, which is offset by some fundraising events throughout the year (2.7 – 
Preparation Weekend Overview). The funding for support staff responsible for 
administrative preparation comes from the Mission department of the school, and as 
will be outlined in Chapter Seven, a large percentage of Participant Two’s year was 
reportedly devoted to the organisation of the five immersions (2.4.P1 – Focus Group).  
The consideration of the cost of the program by the participants emerged from 
several data sources. The questionnaire responses indicated that all participants were 
aware of the disparity between the high cost associated with Australian students and 
teachers visiting Cambodia for a short trip, and the potential that the same amount of 
money had in communities in Cambodia: “there is a cost. Does the cost of 10 people 
going to Cambodia for an experience ($30 000+) outweigh what that $30 000 could 
buy in Cambodia? This amount would see 10-15 (Cambodian) students through a 
degree” (2.3 – P3 Questionnaire). The staff reported that they felt it was more 
expensive than they would like (2.2 – P2 Questionnaire) and also reported that they 
made attempts to keep costs to a minimum (2.1 – P1 Questionnaire). They also 
balanced the consideration of cost with what they believed the effects of the program 
were or could possibly be: “cost is always a question to consider, what do students 
really get from the experience and how long-lasting is the effect and the learning?” 
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(2.1 – P1 Questionnaire). The school also conveyed a consideration of cost for families 
in documents for students and parents: “the immersion itself is not an easy thing to do, 
it is challenging in many ways, physical challenges and also fiscal challenges for some 
families” (2.5 – Program Overview). The data suggests that it would be difficult to put 
an exact cost of the program, given that it draws upon time commitments of several 
staff members who also undertake other responsibilities for the school, however as 
highlighted by the participants, the cost of students and teachers attending an overseas 
immersion is significant for all involved.  
6.3.2 Relationships within the program 
The special relationships formed between the students and staff of the immers ion 
was reported to be a significant focus of the program at School Two. The preparation 
activities focused on getting to know one another and working together as a 
community (2.4.P1 – Focus Group). The importance of this weekend was described as 
‘critical’ and based on forming a community and building trust (2.4.P2 – Focus 
Group). The process of selecting and forming a community and also the five 
immersion groups of the successful applicants was discussed during the focus group 
and reported to emphasis the building of a community: 
It is a process, not just a practical process, it is also a personality process, it’s 
a group dynamic process, forming everyone’s understanding that we are a 
little community of people for this time, and we are going to share this, 
physically, but also we are going to share it spiritually, by discussion, 
conversation and observation. (2.4.P1 – Focus Group) 
The personality of each of the students was also taken into consideration when 
allocating groups and staff for the program “We look at the nature of the students, the 
staff that will be going. Often the staff, interestingly, we will place the staff after we 
place the students. Sometimes there is a mix of students that will or won’t respond well 
to staff” (2.4.P2 – Focus Group). Data from School Two also highlighted recognit ion 
by school staff that the preparation time was important for the students to get know 
each other because, given the size of the school, they may not necessarily know each 
other very well, despite being in the same grade (2.4 – Focus Group). There was no 
indication of the teachers’ perceptions of what student attitudes towards the selection 
of groups was, although Participant Two recognised the importance for the students 
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upon return to debrief with students or staff who did not attend the immersion as well 
as debriefing with those who participated in the immersion.  
6.3.3 Reflection  
The importance of reflection and debriefing was evident in a range of data 
sources from School Two: 
We put a lot of emphasis on the reflective process while they are there. It is 
not just a going and seeing thing. It is a sitting down and thinking about and 
sharing. So the reflective process, from our point of view, is really at the heart 
of the immersion program, for those big world sorts of issues. (2.4.P1 – Focus 
Group) 
The documents collected highlight to students, parents and staff the key role reflection 
plays in the program listing in the selection criteria: “a student who is capable of 
articulating thoughts, feelings and ideas to others and responds actively to 
opportunities for prayer and reflection” (2.5 – Program Overview). The practice of 
regular reflection during the immersion was mentioned several times: 
x “At the end of the day there is a formal, structured reflection and debrief 
session with staff and students” (2.1 – P1 Questionnaire); 
x “Whatever the structure of the day the aim is to debrief and reflect” (2.2 – 
P2 Questionnaire); 
x “We debrief on the bus as we return each afternoon, debrief at the end of the 
trip and debrief when we return to school” (2.3 – P3 Questionnaire); 
x “Ideally reflection should take place each evening – although anytime is 
better than missing the opportunity to gather in this way” (2.8 – Staff Guide). 
Whilst the terms debrief and reflection were used interchangeably and in connection 
with one another, the data collected did not provide a clear description of what was 
meant by each term, and possibly the words may have held different meanings for each 
of the participants.  
The staff guide outlined a suggested model for reflective practice to occur, 
however it was explained by the participants in the focus group that this was flexib le 
and depended on the group, the staff member and the setting (2.4 – Focus Group). 
Suggested activities in the staff guide included: 
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x beginning with a gathering and settling period; 
x journaling (in response to questions and general writing time);  
x daily affirmations;  
x choosing a daily symbol and explaining its significance; and  
x daily examen (prayer).  (2.8 – Staff Guide) 
The guide also provided some example questions to assist in leading the reflective 
practice which encouraged students to focus on their surroundings, people they 
encountered and majority focused on examining their own personal views and beliefs 
“What has surprised you? What have you struggled with? What is something you have 
learnt about yourself? The best moment of the day has been …” (2.8 – Staff Guide). 
The suggested activities and questions also encouraged students to focus on the 
spiritual aspect of the program.  
6.3.4 Spirituality  
As well as reflection, spirituality emerged as a key feature of the program at 
School Two with spiritual encounter and spiritual growth listed as two of the main 
aims of the program. Participant Two explained the notion of encounter during the 
focus group discussion: 
We talk to the students about ‘encounter’. There are three forms of encounter. 
You have to encounter yourself first, and (during immersion) you encounter 
yourself in a completely different environment, the staff also. You encounter 
other people, … the third aspect of that for us, in this context, is about an 
encounter with God or a spiritual encounter. (2.4.P2 – Focus Group)  
This excerpt demonstrates that the notion of encounter encompasses three key 
components of the program, reflection, relationships and spirituality.  The three types 
of encounter are also outlined in the program documents to parents, students and staff.  
As outlined in Chapter Four the program in School Two is a part of the Mission 
department of the school, and Participant One suggested an interpretation students may 
have made from this: “the students would have an understanding that it (the immers ion 
program) comes from Mission, and Mission is about ‘Jesus and all those God type of 
things’” (2.4.P1 – Focus Group). All of the documents collected as data sources made 
at least one reference to spiritual growth or spiritual encounter as part of the immers ion 
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program. The participants also noted that a benefit as a staff member is not only 
observing the spiritual growth of students, but also their own personal spiritual growth 
(2.1. – P1 Questionnaire).  This highlights that the values being encouraged through 
the program at School Two, are also embodied by the staff members involved.  
6.4 VALUES EDUCATION AND INTERCULTURAL UNDERSTANDING – 
DISCUSSION 
The data outlined in this chapter show a variation in the focus or emphasis by 
the staff in the two schools. Staff from both schools identified a consideration to the 
cost of the program. School One has provided a free program for students in an almost 
zero cost program for three years (it cannot be classified as zero cost as the teacher 
uses some classroom resources, although the cost of this was not outlined in dollar 
value). School Two, in contrast, requires participants and their families to make a 
significant financial contribution to take part in their program. This vast difference in 
cost is largely due to the differing nature of the programs, but could also be due to the 
fact that School One is a government school and School Two is a non-government 
school where financial contributions from families are expected for school fees and 
extra-curricular activities. Emerging from both schools was the way in which the staff 
viewed the cost, and all participants demonstrated reflection on the costs associated 
with the program with other ways that amount of money could be used if given directly 
to a Cambodian community. This demonstrates the values and consideration of the 
staff members involved in these programs to be consciously aware of the financ ia l 
disparities between their school community, and the Cambodian communities with 
which they are connected.  
The relationships that formed between students in the program were also a 
common focus of the staff at both schools. The coordinating teacher at School One 
reported this to be a surprising and unintended outcome of the program, whereas staff 
at School Two recognised the importance of building and fostering this relationship, 
even prior to the beginning of the immersion each year. The data suggests that staff 
from both schools recognise the value of relationship building as an important feature, 
in combination with relationships the students form with members of the Cambodian 
community, as outlined earlier in Chapter Five.  
The learning activities outlined by School One represented a conscious effort of 
the coordinating teacher to try to make her program more than just teaching content or 
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knowledge about another culture (though this was the basis of some of the activit ies) 
and move it into the transformative approach described by Hassim (2013). Her 
reported efforts to encourage students to view cultures as ‘unique, varied and no more 
or less important that our own’ (1.2 – Self Reflections) demonstrates a values approach 
and her pen pal communication encouraged the development of reciprocal 
relationships, whereby both groups of students are learning from one another. In 
School Two staff acknowledged that while they tried to develop reciprocal 
relationships whereby their staff and students participated in activities that assisted the 
communities they visited, they believed that the insights and experiences gained by 
the Australian students far outweighed the contributions they made to the 
communities. Participant One even suggested that it would be an interesting to 
examine the impact of their visits from a Cambodian perspective. Again this 
exemplifies the values approach that the participants involved in this research take in 
providing these opportunities for Australian students to connect with Cambodian 
communities. The ideals summarised by Banks (2004) of social justice, equity and 
transformation in education are evident in the viewpoints of the staff at both School 
One and School Two, and their aims to embody these ideals for their students is also 
evident.  
Both schools encouraged students to take action. In School Two this action is 
based around interaction and involvement with the people in the Cambodian 
communities they visit and process of self-reflection. In School One the focus for 
action of students is two-fold, to be involved with fundraising efforts and also to be 
involved in peer teaching opportunities to share their learning. Despite the differences 
in the style of action students are encouraged to participate in, this provides an 
opportunity for students to enact active citizenship. As Dyer (2015) outlined, it is 
essential that teachers provide these opportunities because “Students who have 
opportunities to be active citizens in school have a greater chance of participation in 
citizenship programs post school” (Dyer, 2015).  Tudball and Gordon (as cited in Dyer, 
2015, p.  11) highlighted the importance of providing learning experiences and 
activities that involve students actively, while still at school, stating that this 
involvement enables students to become active citizens, rather than deferring 
participation in the community.  
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It is evident from the data that all the participants in this research do not view 
Asia solely in regards to its political or economic importance to Australia, as is so often 
presented in the media. The fact that both schools are partnered with Cambodian 
communities suggests that the staff involved recognise the importance of connecting 
with smaller, less accessible countries within the Asian region. The importance each 
staff member places on Cambodia varies, according to their own personal experience, 
and each articulated their varied knowledge and travel within the region and country.  
The commitment of time by the staff members involved in these programs, 
suggests the value they personally place on the programs, giving up their time, whether 
it be for a regular hour after school, or ten days of school holidays to provide the 
opportunities for their students to connect with Cambodian communities. Neither 
school reported having to mandate staff involvement. In School One it was evident 
that the development of the program was teacher driven and the school offered no 
extrinsic rewards. In School Two the participants highlighted that they outline clearly 
the commitment required of staff members before they become involved, and the data 
provided did not indicate whether or not staff members were provided with any 
compensation, other than the cost of the trip being covered by the school, which some 
would argue could be classified as compensation.  
The participants from School Two alluded to the interpretation students may 
make from the structure of their program, stating possible viewpoints the students 
would hold about immersions because it was part of the Mission department. The 
teacher at School One gave no indication of what she believed students’ perception of 
the structure of the program was, although this could be an area for possible further 
investigation. The programs run in both School One and School Two are part of a 
larger section within the school, with School One reporting the Cambodia Club had 
strong links and overlaps with the Student Council and also with two of the four pillars 
of the school, respect and responsibility. School Two described their program as being 
part of their Mission department. This highlights that neither program is stand alone, 
and draws upon the values of the broader areas within the school to define their 
program. This suggests that schools may need to have a values based approach across 
their curriculum, both formal and informal, in order for smaller more specific school 
partnership programs to occur.  
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Despite the coordinating teacher not emphasising reflection as part of the 
program at School One for students, the data collected suggested that significant 
reflection was evident by the teacher. This reflection in part was for the purposes of 
this research, however several data also suggested that the process of ongoing 
reflection would have occurred had the research not been undertaken. There was clear 
evidence of the staff members from School Two reflecting upon the purpose and value 
of their program through their questionnaire responses and focus group discussions. 
There was a marked difference in some aspects of the language used to describe the 
programs by the staff members at each school. School One focused primarily on global 
connections, relationships and hands on activities, whereas School Two frequently 
referred to spirituality and reflection. To assist in the process during the focus group 
the participants from School Two were provided with definitions of key terms to be 
used by the researcher (Appendix D), however participants were encouraged to use 
their own terminology to describe their program. The differing language, in part, could 
be due to the differing contexts of the school, with School One a secular school and 
School Two a faith-based school.  
The research did not aim to compare the programs but rather gain insight into 
the perspectives of staff members involved. Despite the differences in termino logy 
used, the values held and enacted by the staff demonstrated through the data to be quite 
similar in nature, with all participants demonstrating consideration of cost, value of 
relationship building and respect for the importance of Intercultural Understanding. 
This chapter outlined the ways in which the programs at each school embody aspects 
of Values Education and Intercultural Understanding and has highlighted the 
viewpoints of the staff members involved. The role and rationale of the staff involved 
is explored further in the following chapter.  
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Chapter 7: Teachers’ Roles Findings and 
Discussion 
7.1 TEACHERS 
As established in Chapter Two, the role Australian teachers play in engaging 
their students meaningfully with Asia is vital, although the practicality of how teachers 
can develop intercultural capacity for Asia engagement in Australian education is 
largely underrepresented in literature. This chapter seeks to gain insight into the role 
of the teacher in facilitating the development of knowledge and understanding about 
people in an Asian country through specific programs from the perspective of school 
staff. It also discusses the value placed on the impact of travel in shaping teacher 
experience from the perspective of the school staff in each school. The findings were 
analysed and compared with the current literature on the role of teachers in providing 
students with opportunities to connect with Cambodian communities, the importance 
of teachers being skilled and prepared to teach about global issues, (Dyer, 2015; 
Henderson, 2010; Rapoport, 2005) and their capacity to influence the personal moral 
development of their students (Lovat, 2009). 
7.2 SCHOOL ONE 
The program in School One was coordinated and run by a classroom teacher, in 
addition to her regular workload. The teacher reported that she feels the school is 
encouraging and supportive of teachers who provide extra-curricular programs; 
however it was noted there are no resources allocated to the provision of these 
additional programs (financial, resources or release time) (1.1 – Questionnaire).  
The teacher reported a range of benefits she believed she received from 
coordinating the program, including the opportunity to work with students from a 
range of grades over a two to three year period and the sharing of personal travel 
experiences and connections with them. The teacher also acknowledged the 
professional experience of designing, establishing and running an extra-curricular 
activity (1.1 – Questionnaire).  
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As well as the benefits from running the program, the participant also highlighted 
the ways in which the role of participant researcher has enhanced her pedagogy,  
Coincidentally, I began this research during the early stages of the Australian 
Curriculum roll out, and for me as a working teacher, having a reason to 
research the Australian Curriculum in the areas I was investigating gave me a 
much better understanding of the structure and purpose of the curriculum 
design. I feel that not only do I understand the areas I have researched well, 
but I have a better insight into the overall structure and purpose of the 
curriculum than I would have without having undertaking research. I have 
used this improved understanding often during my time as a teacher in 
curriculum design and planning. That for me is one of the biggest personal 
and professional benefits this research has given me. (1.3 – Research Journal) 
This suggests that not only is it important to research the perspective of teachers, but 
perhaps also there is just as much importance on teachers taking on the role of 
researchers.  
7.2.1 Role of teachers  
The role of the teacher in School One is self-determined as she has designed and 
established the program herself and planned, coordinated and ran the club. It occurred 
weekly for one hour after school, for 25-30 weeks (three school terms). The 
coordinating teacher was responsible for planning activities, finding resources, 
coordinating and banking fundraising and liaising with school in Cambodia to 
exchange pen pal letters ((1.1 - Questionnaire) reiterated in source 1.2 – Self Reflection 
on Interview Questions and 1.4 – Yearly Overview)). 
During the activities the teacher reported encouraging the students to ask a lot of 
questions about Cambodia and Cambodian culture, and stated “Often I have to tell 
them I don’t know and we go on a bit of a hunt online to see if we can find out. They 
amaze me with the range of questions that they ask” (1.2 – Self Reflection on Interview 
Questions). Whilst the teacher reported planning the activities, the data also suggested 
the incorporation of student led inquiry, whereby activities were planned around 
student interest, requests and suggestions. Although the term student led inquiry was 
not specifically mentioned by the teacher as a feature of the club, features of this 
approach were evident in the data: “I asked them what they enjoyed doing, this led to 
cooking classes and art classes I had not originally planned to be part of the program” 
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(1.3 – Research Journal).  The teacher stated that she felt her role in coordinating the 
club was very different to her role in the classroom “because it is after school, and it 
is not based on assessment or outcomes I find I take on a different role to being ‘the 
teacher’, I try to involve the students in as much of the planning as possible” (1.3 – 
Research Journal). Acknowledgement of the differing role she undertook demonstrates 
the ways in which the teacher’s role is transformed within the Cambodia club. This 
highlights the importance placed by the coordinating teacher of life- long learning, 
situating herself outside of the traditional teacher-expert role, and focusing on 
collaboration with students.  
A portion of the coordinating teacher’s time is also dedicated to the organisat ion 
of fundraising events for the partner school, although it was explained that this was an 
overlap with another role of the teacher as she also ran the Student Council at the 
school.  
We try to have at least one fundraiser per term for our partner school in 
Cambodia. This is part of the larger fundraising efforts in the school run by 
the student council (which I coordinate with one other teacher). Student 
Council has a focus on local, national and global events, so usually the global 
event is something to do with Cambodia and our partner school. I often find 
there is a blurring of the lines when it comes to my role in coordinating 
Cambodia Club and Student Council. This is often reflected in the student 
group as well, as several of the Cambodia Club members are also the class-
elected student representatives on the student council. (1.3 – Research Journal)  
The time dedicated to organising fundraising is in addition to the time devoted to the 
club, with the teacher reporting that she usually spends an hour a week running the 
club with students present and an average of one to one and half hours a week 
organising fundraising events or resources for the club without the students being 
present (1.1 – Questionnaire). This highlights the time commitment required to 
facilitate programs such as these. The role of the teacher in organising fundrais ing 
events varied according to the type of event. Some fundraisers were reported to be 
more ‘time-intensive’ than others, for example a free dress day took significantly less 
time to organise than a craft stall or Cambodian meal deal for the school and some 
events were able to be more student led than others (1.3 – Research Journal and 1.6 – 
Fundraiser Poster). All events needed to be discussed and approved by the school 
principal, communicated to staff and parents via email and newsletter articles 
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(Appendix J) and students needed to be coordinated to speak in class and on school 
assemblies about the upcoming events, tasks which were all undertaken or overseen 
by the coordinating teacher (1.1 – Questionnaire). Given there was no allocation of 
time in School One provided by the school for this coordination role, it demonstrates 
that part of the drive for the teacher comes from her own personal passion for the 
program. This reliance on teacher passion did raise the question of how sustainable the 
programs are, and what future planning or commitments the school had in place. The 
participant reflected on this issue in several of the data sources (1.1, 1.2, 1.3), stating 
at one point, “To be honest, I don’t know what will happen when I leave the school or 
take time off. I have raised the question several times, but I think I won’t really get an 
answer until that time comes” (1.2 – Self Reflections on Interview Questions).  
The concept of having the program designed and coordinated by one teacher was 
reflected upon in several of the data sources and the teacher reported several 
limitations she perceived the program had because of this structure: 
x It can be difficult to commit the time each week on top of workload as a 
classroom teacher (1.3 – Research Journal); 
x To make planning and resourcing easier I repeat certain activities each year. 
This means that students who are in the club for more than one year repeat 
activities (this can also be a positive though) (1.1 – Questionnaire); 
x The program relies too heavily on one staff member and so is unsustainab le 
long term without extra staff members becoming involved (1.1 – 
Questionnaire); 
x Little/no funding or resources are provided from the school so I feel that the 
program is not as meaningful as it could be (1.2 – Self Reflection on 
Interview Questions); 
x At present the school has not made a commitment to continue the program 
if I take leave or am transferred to another school (1.2 – Self Reflection on 
Interview Questions).  
Careful consideration by the teacher about the future of the program was also evident 
in the data. The coordinating teacher expressed her vision of the program developing 
into a more concrete and formalized partnership and extending the opportunity to other 
teachers: “I would like to continue to work on formalizing the relationship between 
  
Chapter 7: Teachers’ Roles Findings and Discussion 111 
the two schools and my ambition is to develop a program that takes teachers to 
communities throughout South East Asia and introduces them to the opportunities I 
have had, in the hope that they become involved in the club, or something similar” (1.3 
– Research Journal).  
As well as noting future ambitions for the program, concerns about the 
program’s viability long term were expressed several times. The teacher suggested 
possible reasons for the fact that no other staff had become involved, stating that 
although the school was supportive, there was no concrete incentive for other staff to 
assist (1.2 – Self Reflection on Interview Questions). She also suggested that other 
staff may not feel comfortable with teaching about a culture they had little or no 
experience of: 
I don’t think teachers feel comfortable taking over the program as they do not 
have an understanding of Cambodian culture as they have not travelled in the 
area, although several staff members have enquired about the partner school 
and/or expressed that they are hopeful to visit the school in the near future. 
(1.3 – Research Journal) 
This suggests a link between the comfort level, or readiness, of teachers to coordinate 
programs based on Global Education and Intercultural Understanding with their own 
level of personal experience from travel, a notion evident in the current body of 
literature (Dyer, 2010; Henderson, 2010; Mundy & Manion, 2008; Schweisfurth, 
2006).  
7.2.2 Importance of travel for teachers 
The coordinating teacher of School One reported a range of travel experience 
whilst studying at university and in the five years since graduating university. She 
travelled to South East Asia four times, three of which included a visit to Cambodia. 
The length of trips varied from eight – 22 days (1.1 – Questionnaire), with her time in 
Cambodia being nine days, 12 days and five days in each of the three trips. The teacher 
also reported having travelled to the USA and Canada three times for extended 
working holidays (two – seven months), and recreational travel in a small number of 
European countries once for a period of three weeks. The teacher stated in the 
questionnaire that she was passionate about travel and it felt it was a vital part of being 
an educator (1.1 – Questionnaire).  She also expressed plans in the near future to travel 
again, though clarified that it would not necessarily be to South East Asia “I have 12 
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months leave from work coming up and plan to spend the year travelling and working 
in Europe” (1.1 – Questionnaire).  
The data collected from School One suggests the coordinating teacher has strong 
value placed on the importance of travel, citing ideals of lifelong learning and ongoing 
curiosity about the world being important not just for students, but for educators also 
(1.2 – Self Reflection on Interview Questions). She went on to link these experiences 
with teaching potential: 
I think it is absolutely essential, not just for the refreshing nature of travel in 
terms of leisure and enjoyment, but also for the aspect of putting yourself in a 
position where you are learning about other cultures and gaining unique 
experiences to enrich your teaching potential. (1.2 – Self Reflection on 
Interview Questions) 
This demonstrates the recognition of the coordinating teacher that a large portion of 
their potential as teachers draws upon experiences gained outside of the classroom. 
The teacher also highlighted the opportunity travel presented to collect and bring 
into the classroom resources or artefacts that may not necessarily be accessible to 
teachers in Australia. “I have bought back a number of items from my travels, not 
because I personally want them at home, but because I feel they will be an enriching 
item for students when learning about the world” (1.3 – Research Journal). Examples 
of these resources included handmade craft items or games, cultural picture books and 
artwork (1.3 – Research Journal). Whilst the teacher acknowledged that many of these 
items could be purchased online or in Australian stores, the experience of getting these 
resources added to their richness “I could google artwork images to show the students 
what we are discussing, but it is so much more engaging to pull out for them a hand-
drawn picture from a woven grass holder and describe the person and place that I 
purchased it from” (1.3 – Research Journal).  
7.2.3 Resources  
Finding and accessing appropriate teaching resources was a theme that emerged 
from the data from School One. As sourcing activities and resources were an integra l 
part of her role, the resources she used were varied. The teacher reported looking for 
resources from Australian educational based websites such as Asia Education 
Foundation website and Facebook page (1.6 – Sample Art Work).  Resources from 
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other charity-based organisations were also accessed, such as the Canadian Adventist 
Development and Relief Agency [ADRA] and CARE Australia for videos and 
documentaries about life in Cambodia (ADRA, 2015; CARE, 2015). The teacher 
reported that there were only a small number of accessible resources available that 
were appropriate for children and focused on culture, prior history and geographica l 
features of the country:  
I found that there was a significant lack of resources for children about 
Cambodia in comparison with other Asian countries – many websites, books, 
videos and articles focussed solely on issues surrounding the recent war and 
Khmer rouge era, which I felt was a little too confronting for primary aged 
students and did not provide insight into the culture and heritage of the 
country. (1.3 – Research Journal)  
She commented that she felt the number and quality of resources was improving as 
access to technology improves in Cambodia, however she still relied on a number of 
resources that were brought back from Cambodia (i.e. shuttlecock toys / photos and 
videos of villages / interviews with students and teachers) and that many of the 
activities were designed from her own experiences and understanding of Cambodian 
culture (1.1 – Questionnaire), a statement supported by the artefacts collected as data. 
The coordinating teacher recognised that this approach may present an incorrect or 
biased interpretation of Cambodian culture, an approach Hassim (2015) warns can 
result in “stereotypical, essentialist, superficial and ethnocentric views of Asian 
cultures” (Hassim, 2015, p.  16), but was constantly wary of this and at times had 
emailed the staff at the partner school for more explanation of different practices or 
items (1.2 – Self Reflections).  
7.3 SCHOOL TWO 
The program in School Two was part of a structured department within the 
school named the ‘Mission’ department. As explained in the focus group by the 
participants, the Mission department encompasses a variety of outreach and 
community programs organised by the school as well as religious instructions within 
the school.  
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7.3.1 Role of teachers 
The immersion program was overseen by the Head of Mission (Participant One), 
who was also a teacher at the school. The organisation, administration and relevant 
documentation of the program was overseen by Participant Two, who was not a 
teacher, but employed as a school support staff member in an administrative role. 
Participant Three was a teacher at the school who had been involved in immers ion 
programs to Cambodia. The annual Cambodian immersions rely on four staff members 
each year attending the immersion, usually teachers, but occasionally other school staff 
members have attended (2.4 – Focus Group). The school requires ten staff members 
in total each year to attend immersions (to Cambodia and other locations). Each staff 
member that participates is expected to be involved for at least two years. The 
participants acknowledged that the commitment required of staff was high: “it is a big 
commitment. We make that upfront; we say look if you are going it is a two-year 
commitment, okay?” (2.4.P1 – Focus Group). Participant Two commented that she felt 
this commitment would become harder to meet, but did not explain why (2.4.P2 – 
Focus Group). They also acknowledged the amount of work required in preparation 
for the immersions by school support staff: “it is a big commitment of the staff here 
(school support staff). It takes a big slab of (Participant Two)’s year to get the 
immersions happening” (2.4.P1 – Focus Group). All three participants expressed that 
they enjoyed their involvement with the program and felt it was worthwhile of the time 
and energy required. This highlights the pressure placed on teachers and staff who 
coordinate these programs, and also the importance of teachers’ passions and desire to 
make a positive difference.  
Each year the school aims to send an experienced staff member and a new staff 
member to each location, with the aim being that the new staff member will return the 
following year as the experienced staff member (2.4 – Focus Group). The staff 
members involved in the immersion were required to be a part of reviewing the student 
applications and selection process, and participate in preparatory afternoons and a 
weekend away with the group when selected (1.1 – P1 Questionnaire).  During the 
immersion two staff members supervised the group of six students for the ten-day 
period. They also liaised with the communities they visited, coordinate transport 
arrangements and oversee daily activities of the students (2.4 – Focus Group). Beyond 
a general outline of the role of staff, there was little data to give insight into the day-
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to-day role of the staff members during immersion. The participants recognised the 
high level of responsibility placed on the school staff during the immersions : “it is a 
duty of care, because they are minors and we are taking them somewhere without their 
parents, in to a context that is largely unknown to them” (1.2 – P2 Questionnaire). 
The school reported to encourage school staff to be open minded, informed and 
embody the school values whilst on immersion. “We are about mitigating risks and 
teaching in an informed manner the differences and similarities of the world” (1.2 – 
P2 Questionnaire).  A strong emphasis was also present in the data on the role of the 
teacher as a facilitator for daily reflection and debriefing with the students (2.8 – Staff 
Guide), a feature of the program that was described as central to the program in 
Chapter Six:  
I think that it is really important that the teachers debrief (with the students). 
So it is the values that we as a teacher, bring out in that debriefing. … I think 
the role of the teacher is really important in terms of unpacking, debriefing, 
getting across the values that we want to get across. (2.4.P3 – Focus Group)  
Staff members were provided with a guide for leading students through the journaling 
and reflection process, as well as list of suggested questions (2.8 – Staff Guide).  
Following the immersion, staff who attended were required to facilitate a debrief 
meeting with the students (2.4.P2 – Focus Group). They are also asked to give 
feedback to the coordinators of the program to assist in future planning. Participant 
Two highlighted that she continually evaluated the structure of their program: “from a 
personal point of view, I continually look at what we do and seek advice and wisdom 
from other people who do (immersions) differently” (2.4.P2 – Focus Group). This 
demonstrates a recognition on behalf of the school of the importance of teacher 
reflections and also the insight staff members can give to the program.  
7.3.2 Importance of travel for teachers 
The three participants all reported having travelled to Asia. Participant One had 
travelled to Cambodia once for one week, and had also travelled to Thailand, Hong 
Kong, and Malaysia on five separate trips for between two days and four weeks. 
Participant Two had travelled to Cambodia six times, though did not state how long 
the trips had been. Participant Two had also travelled to China, Hong Kong, Singapore 
and Thailand for between three and seven days in each country. Participant Three 
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reported having travelled to Cambodia twice, for ten days each time. He has also 
travelled to Thailand, Bali and Indonesia, though did not specify how long their time 
in these countries was for. Participants from School Two were not asked about other 
travel experience in other regions (2.1, 2.2, 2.3 - Questionnaire). 
Most of the data about the importance placed on teacher travel came from the 
focus group discussion.  When asked what level of importance they placed on travel 
for teachers each of the three participants expressed that it was extremely important to 
them. “You have to have the experience; you can’t learn it necessarily out of a 
textbook. Teacher’s personal experience is going to be the most powerful influence in 
informing what they know and what they can convey to students about what they know 
and Intercultural Understanding” (2.4.P1 – Focus Group). This aligns clearly with the 
arguments put forward in Chapter Two by Dyer (2010; 2015) about the importance of 
travel experiences for teachers. The data also highlighted that the participants 
considered there to be different types of travel experiences: tourist style travel and 
immersive travel: 
Most of the staff would have travelled, but as tourists and done tours and gone 
to bars and clubs and taken photos and lived in swish hotels, but this 
(participating in immersions) is a poverty experience. … that is what changes 
the world of teachers, having that ‘What is the purpose of this immersion? 
What is the focus?’ … It has had a pretty powerful effect on teachers and I 
think there is a flow on effect, about their perceptions and about a whole lot 
of things actually. (2.4.P1 – Focus Group) 
Participant Three pointed out that the state of mind when travelling was also important : 
“you only get that understanding when you immerse yourself into those particular 
cultures. So I think you have to be open to change and listen and look and learn. I think 
is how we then take that, and enrich the classroom” (2.4.P3 – Focus Group). Participant 
Two was quite reflective of the opportunities that travel as part of the immers ion 
program had offered to the as a staff member: “what have I taught them? Nothing. 
What have they taught me? Extraordinary things.” (2.4.P2 – Focus Group).  
7.4 TEACHERS - DISCUSSION  
The role of the teachers and school staff in the two schools varied significantly 
in time commitment and level of responsibility. Due to the nature of the program at 
School Two being an immersion, there were other aspects of the teachers’ role beyond 
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the key themes of this research. These other aspects revolved around the 
responsibilities and practicalities of travelling overseas with student groups without 
guardians present. Whilst these aspects are acknowledged as significant for the staff 
involved, they were not a primary focus of this study. The research instead attempted 
to gain insight into how and why teachers and school staff were facilitating programs 
that linked their students with Cambodian communities in relation to the themes of 
Global Education, Values Education, Intercultural Understanding and Australia’s 
connection with Asia.  
Whilst the roles of the staff involved from School Two was fairly clearly defined, 
and repeated each year, the role of the teacher at School One was constantly evolving 
and drew upon a more student led, collaborative approach. The relative scale of the 
programs also impacted the role of the teacher, School One was small scale and able 
to be run by one teacher. Inversely, School Two relied upon several members of staff, 
both teaching and administrative. Whilst the number of staff required for each program 
varied, teachers and staff at both schools demonstrated an investment of their own time 
to run the program and further time behind the scenes, in addition to their contact time 
with students. This again demonstrates the commitment of staff to these programs and 
demonstrates their values that underpin providing the program.  
The importance of teacher experience and readiness to tackle global and cultura l 
issues emerged strongly through the data, in line with the literature in Chapter Two 
(Dyer, 2010; 2015; Henderson, 2010). All participants expressed a high level of 
importance on travel, with data from School Two extending this to the involvement in 
meaningful and purposeful travel, through which teachers are enacting the skills and 
attitudes their programs aim to promote (a holistic approach to Global Education and 
Intercultural Understanding, underpinned by Values Education). During the focus 
group in School Two, Participant Two described the impact she had seen the 
immersions have on the staff members involved as really interesting because if it is 
their first experience of immersive and purposeful travel, or indeed if they have 
undertaken numerous travel opportunities the teachers and staff involved may bring a 
different viewpoint to the experience, both during and post travel. She reiterated the 
value of these experiences: “I think it broadens the horizons. I think there is so much 
to be said for learning and teaching from personal experience that can’t be got from a 
book.” (2.4.P2 – Focus Group). 
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 The data collected from the two schools differed, School One provided a more 
comprehensive travel history, and it formed part of the participant researcher ’s 
reflection documents. The data collected from School Two focused primarily on travel 
in Asia, as this was the focus for the research. The research did not require a 
comprehensive record of other places the participants from School Two had travelled, 
as it aimed to gain insight into the value they place on travel, rather than the quantity 
of travel they themselves had undertaken. The importance and value of travel 
experiences for teachers represented in this research clearly aligns with the argument 
put forward by Dyer (2010), who argues that teachers should have a bank of 
meaningful experiences (based on travel experiences) as this adds richness to teaching 
and learning experiences they provide. Without these, teachers may unintentiona lly 
provide a narrow or stereotypical view of cultures, further enhancing a view of cultures 
as ‘the other’ in stark contrast to the aims of Intercultural Understanding. The data 
from School One has also demonstrated, that the participant recognised that, despite 
the importance of being prepared to engage with cultural difference in the classroom 
and able to deal with its values dimensions, they sometimes felt ill-equipped, or 
recognised this feeling in other staff members, a common issue identified by 
Henderson (2010).  
This research has focused on the ways in which teachers and school staff 
facilitate programs that link their students with communities in Cambodia with a focus 
on Global Education, Intercultural Understanding, Values Education and the ways in 
which Australia engages with Asia. The data has clearly suggested that teachers are an 
integral part of this cycle, and that the teachers involved in this study, and possibly 
teachers involved in other similar programs throughout Australia, have a core focus on 
Values Education and demonstrate attempting to approach the implementation of their 
programs with a holistic view of global and cultural issues.   
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Chapter 8: Conclusion 
“What have I taught them? 
Nothing. 
What have they taught me? 
Extraordinary things.” 
(Participant Two – Focus Group)  
This research used a qualitative case study approach to investigate the key 
research question how and why teachers are connecting their students with Cambodian 
communities? A case study approach was used with two schools being investigated. 
The research question was composed of two aspects, firstly how teachers were 
connecting their students. This research has provided an overview of the programs 
provided in two school sites, from the perspective of the teachers and staff involved. 
The second aspect of the research questions was why teachers were connecting their 
students with Cambodian communities. This research highlighted the intentions and 
rationales of the teachers and staff members involved, and also provided their personal 
views of the community response to their program and the importance the place on the 
continuation of such programs.  
School One was a government primary school, which ran a once a week after 
school club, coordinated by one teacher. As this was the school in which the researcher 
teaches she took on reflexive practice when she investigated the program at her own 
school. The program in School One connected students with a school community on 
the outskirts of Siem Reap Cambodia through pen pal exchanges, and the relationship 
between the schools also enabled families in the Australian school to visit the school 
in Cambodia. The club incorporated a student led approach, with emphasis on hands-
on learning and a holistic approach to cultural activities. The data collection at this 
school involved reflection documents from the coordinating teacher, as well as 
documents and artefacts relating to the running of the program.  
School Two was a non-government, single sex school from Grades 5 to Grade 
12. The school provided immersions to two communities in Cambodia for 12 students 
each year, as part of a larger immersion program, within their school Mission 
department. The school linked with two communities through with which the faith-
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based network and school are affiliated. The data collection at this school involved 
questionnaires and a focus group interview with three staff members who were 
involved in coordinating the program. It also drew upon documents provided by the 
school to students, parents and staff, which outlined the program. 
Themes of Global Education, Values Education, Intercultural Understanding and 
the ways in which Australia connects with Asia have underpinned this research. The 
data collected from this research was analysed inductively and deductively in 
considering the identified and emerging themes. The interconnectivity of these themes 
was evident throughout the data analysis process. This chapter outlines the key 
findings of this research, followed by the limitations recognised by the researcher. The 
chapter concludes with recommendations based on the findings.   
8.1 FINDINGS  
This research has demonstrated that a variety of intentional approaches by 
teachers and school staff to connecting students with Cambodia can result in similar 
Global Education, Intercultural Understanding and Values Education outcomes. It has 
also highlighted the inextricable links between these themes. The research has 
highlighted that the participants in this study believe that a holistic approach is 
essential for teachers who are connecting their students with Asia, in particular 
Cambodia, in achieving these outcomes with their students. Relationship building 
emerged as a key benefit of these programs, both within the programs and between 
Australian students and staff and their partner Cambodian communities. The 
importance placed on relationships demonstrates that staff involved in these programs 
drew heavily on aspects of Global Education, Values Education and Intercultura l 
Understanding. It also demonstrates the inextricable links between these themes in an 
educational context.   
8.1.1 Global Education and Australia’s connection with Asia 
This research has found that the participants in this study held differing views 
on Global Education when considering its role in their programs. School One 
identified it as a key purpose of the program, whilst School Two described it as more 
of a by-product. The participants in both schools drew upon the Global Education 
notions of developing a sense of self and appreciation of cultural diversity, and to a 
lesser extent peace building and social justice. Relationship building between 
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Australian students and Cambodian communities was a key focus by the staff members 
at both schools, though their approach to this was significantly different. Both 
programs focused primarily on one of the two aspects of developing Asia literacy, 
which was increasing knowledge and understanding of cultures in Asia. Neither school 
emphasised the learning of language as a feature of their program.  It is evident from 
the data that the participants of this research do not view Asia by solely its economic 
or political importance to Australia. By choosing to be involved with a smaller, less 
accessible and less prosperous nation of Cambodia, they demonstrated the intention to 
highlight and benefit from the opportunities these connections provide. The teachers 
and school staff involved in this research viewed involvement with global issues and 
creating global connections for their students as key for success in the future and 
demonstrated the strong links they view between Global Education, Asia literacy, 
Values Education and Intercultural Understanding.  
8.1.2 Values Education and Intercultural Understanding  
This research has found that relationship building within the programs was also 
identified by the participants as a benefit of the program. In School Two there was also 
a strong emphasis on spirituality and reflection, based on the principles of their faith-
based network, and the staff members involved in this program saw this emphasis as 
essential and at the core of their program. It has been demonstrated that the participants 
in this study had a values laden approach to their programs, meaning that pillars of 
values education are embedded in their intentions, actions and programs. This is due 
in part to school focus and in part to personal beliefs and values. The participants 
demonstrated ongoing reflection on their program structure, purpose and achievements 
and a commitment to ensuring they continue to be provided to students. There was 
significant reflection demonstrated by the participants at both schools in consideration 
of the cost of their program, not from a budgetary focus, but more from an ethical or 
moral standpoint. They all recognised the different ways in which the cost of their 
programs could be used in other ways, by their own school, or by the communities in 
Cambodia, but stated the importance of investing in their programs.  
The research has highlighted that participants aimed to provide an holist ic 
approach to global issues and Asia learning, however they also recognised that at times 
they fluctuate between a somewhat ‘tokenistic approach’ to teaching content and a 
more meaningful approach of developing Intercultural Understanding. This 
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recognition by teachers highlights the need for ongoing teacher training in this area, 
which will be explored further in section 8.4. An emphasis on holistic approaches to 
developing deeper engagement is emphasized in the UNESCO Guidelines on 
Intercultural Education, which notes, “intercultural education cannot be just a simple 
‘add on’ to regular curriculum. It needs to concern the learning environment as a 
whole, as well as other dimensions of educational processes, such as school life and 
decision making …” (UNESCO, 2006, p.  19).  
8.1.3 The Role of Teachers  
The role of the teachers and school staff involved in this research varied 
significantly between the two schools. Both schools however required a high level of 
commitment from the staff involved, in time with students and time ‘behind the scenes’ 
coordinating the program. This demonstrated commitment from the staff suggests the 
need for passionate teachers to be involved, as their involvement comes from the heart. 
The research has also found the high level of importance the teachers involved in this 
study place on meaningful travel, and travel for the purpose of developing intercultura l 
understanding. This research has highlighted that participants believe these 
experiences are a key feature of their ability to develop, implement and facilitate 
programs linking with Asia. It has also highlighted that the participants involved 
believe other staff may be wary of taking on the responsibility of global education if 
they did not feel they had suitable experience or training.  Other concerns for teachers, 
identified in this research, is having access to appropriate resources and a formalised 
commitment from schools to the future of their programs. The role of participant 
researcher has also been utilised in this research and the benefits to both the research 
and researcher are evident.  
8.2 CONTRIBUTIONS  
The overall significance of this study is the contribution to the body of 
knowledge about teacher-facilitated school partnerships between Australia and Asia, 
from the viewpoint of teachers and school staff. 
8.2.1 Contributions to school programs 
The focus on the ways in which Australian teachers are connecting their students 
with communities in Cambodia, provides a more nuanced understanding about the 
ways in which intercultural understanding can be fostered through meaningful 
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interactions with communities in a country in the Asia region that does not link to the 
instrumental view of Asia as a source of economic benefit. This research has also 
brought to light concerns teachers have about the reliance of programs on specific 
teachers, and the ways in which a schools commitment to a program or initiative is an 
important step in the continuation of such programs. This study has also contributed 
to understanding the educational benefits of school-based programs where Values 
Education, Global Education, Intercultural Understanding and Australia’s relationship 
with Asia are all linked. It has demonstrated that staff members involved in these 
programs draw upon the principles of Global Education, Intercultural Understanding 
and Values Education and the emphasis on a holistic approach to implementing 
cultural teaching and learning contributes to the current body of knowledge. 
8.2.2 Contributions to the field   
This research addresses the current gap in literature about the ways in which 
teachers connect their students through school partnerships, in particular with 
Cambodia. It also gives insight into the intentions, rationale and value teachers place 
on such programs. The method of the research also highlights the ways in which 
practicing teachers can take on the role of researcher to investigate their own school 
programs through the role of participant researcher, and the benefits this has for the 
individual.  
8.3 LIMITATIONS 
It has been established that this research is a representative of programs in just 
two schools, and offers insights primarily into the viewpoints of teachers and staff. A 
limitation of this research is that it does not incorporate the viewpoints of other 
stakeholders, such as the students, parents, Cambodian communities, and the wider 
community involved in the programs.  
The data collected from the two schools vary in nature and insight. School One 
data provided a much deeper explanation of the teachers’ role and outlines interactions 
with students. School Two does not outline the day-to-day practices of teachers while 
on immersion, but the data has provided immense insight into the values of the teachers 
and staff involved, and their intentions and rationale for running the program. School 
Two also provided an extensive rationale and explanation of the evolution and focus 
of their program, whereas the rationale of the program at School One is primarily based 
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on one teacher’s perspective, as she is the only coordinating teacher, so data collected 
was primarily the perspective of an individual, not necessarily a collective staff group. 
As the research did not aim to evaluate or compare the programs in the two schools, it 
was not necessary to have the same data sources from the two sites, although it is 
recognised that the variation in the types of data sources may be considered a 
limitation.  
It is also recognised that an interpretivist approach was taken to data analysis 
and the personal connection of the researcher to the data was evident, given her role 
of participant researcher. As outlined previously, however, this closeness to the data is 
at the core of this research, as it seeks to gain insight into the perspective of teachers.  
8.4 RECOMMENDATIONS 
There are several key recommendations to be made based on the findings of this 
research. These recommendations focus on what teachers believe they need to continue 
with to facilitate programs that connect their students with Cambodian communit ies, 
and the necessity of continuing to place importance on the development of meaningful 
relationships between Australia and Asia.  
Based on the findings of this research, it is clear that teachers and school staff 
place a high value on personal travel experience and professional development in the 
areas of Global Education and Intercultural Understanding. It has also been established 
that teachers are an integral part of facilitating programs that encourage the 
development of these skills in schools. As such, it is recommended that schools that 
are interested in continuing or establishing school partnerships invest in teacher 
professional development through organisations such as the Asia Education 
Foundation. Schools should also consider requests from teachers who express interest 
in purposeful travel and consider developing a policy for staff leave to facilitate staff 
members who wish to undertake travel they can demonstrate will enhance their ability 
to develop Intercultural Understanding with their students.  
It has also been recognised that this research provides only a small insight into 
the complex nature of school partnerships and has focussed exclusively on the 
perspective of teachers and associated school staff in two schools. It is recommended 
that there are several areas that should be investigated further to gain a more 
comprehensive understanding of the topic. The scope of the research could be 
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extended to examine similar programs in a wider range of schools, in different regions 
of Australia. It is recommended that further research be undertaken to consider the 
viewpoints of other stakeholders: the students in both Australia and Cambodia; the 
teachers and school staff in Cambodia; the parents of the students involved in the 
programs; and the wider school communities. It is also acknowledged that this research 
focused solely on partnerships with Cambodia, and as such it is recommended that 
further investigation into school partnerships with other countries, in Asia and other 
regions, be undertaken to provide a more comprehensive insight into the rationale and 
structure of other programs. An alternative approach could also be undertaken to 
investigate a teacher’s perspectives whereby the researcher could undertake the 
participant researcher role during an immersion to Cambodia in a program similar to 
the one provided by School Two.  
This research has also demonstrated the way in which school partnerships with 
smaller countries within Asia, such as Cambodia, draw upon several important areas, 
Global Education, Values Education and Intercultural Understanding. It is 
recommended that schools across Australia continue to incorporate a values approach 
to education and investigate school partnerships with smaller communities, and that 
government funding is used to assist in this process, as had previously been available 
through the Asia Education Foundation and Global Education Program.  
This research has highlighted how and why teachers and staff members at two 
schools are connecting their students with Cambodian communities in vastly different 
ways. The participants in this study embody a holistic approach to education, drawing 
upon a variety of focus areas in education (Global Education, Values Education, 
Intercultural Understanding and Relationship Building) and demonstrate clearly the 
importance they, as educators, place on developing the global citizens of tomorrow. It 
is hoped that more teachers and schools can embody a similar holistic approach as 
demonstrated by the participants in this study and become willing to contribute further 
cases and critique to this area of teaching and research.   
After all,  
“Education is the most powerful weapon with which you can change the world.” 
Nelson Mandela 
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Appendices 
Appendix A 
Principles of good practice in Values Education 
1. Establish and consistently use a common and shared values language across 
the school. 
2. Use pedagogies that are values-focused and student-centred within all 
curriculum. 
3. Develop values education as an integrated curriculum concept, rather than 
as a program, an event or an addition to curriculum. 
4. Explicitly teach values so students know what the values mean and how the 
values are lived. 
5. Implicitly model values and explicitly foster the modelling of values. 
6. Develop relevant and engaging values approaches connected to local and 
global contexts and which offer real opportunity for student agency 
7. Use values education to consciously foster intercultural understand ing, 
social cohesion and social inclusion. 
8. Provide teachers with informed, sustained and targeted professiona l 
learning and foster their professional collaborations. 
9. Encourage teachers to take risks in their approaches to values education. 
10. Gather and monitor data for continuous improvement in values education. 
Summarised from ‘At the Heart of What We Do: Values Education at the Centre 
of Schooling,’ (Bereznicki, Brown, Toomey, & Weston, 2008). 
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Appendix B 
Questionnaire 
Section 1 - Teacher Background 
How long have you been teaching?  
How long have you been teaching at your current school? 
How long have you been involved with linking your students with Cambodian 
communities? 
Have you travelled to Cambodia before?  
If yes, how many times and how long was your stay?  
Have you travelled to any other areas in Asia? 
If yes, which countries, how many times and how long was your stay?  
Section 2 – Program Information 
How many students are involved in the program linking with Cambodian 
communities? 
What grade / range of grades are the students in?  
How many staff are involved in running the program? 
Is there any parent or community involvement with the program? 
How regularly does this program occur? 
How many hours per week does the program run for? 
Does this program run during school teaching time or outside of teaching time?  
Is there any cost associated with running the program? 
If yes where is the funding from (e.g. student contribution, fundraising, school 
budget, staff)? 
Can you briefly describe how the program is run 
Section 3 - Rationale for the program 
Were you responsible for establishing the program? 
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If yes, what were your reasons for establishing the program? 
If no, do you know the staff involved in establishing the program and are they 
still involved? 
What do you believe are the benefits for the students involved in the program? 
What do you believe are the benefits for the school community to have the 
program running in the school? 
What do you believe are the benefits to yourself as a staff member to be involved 
in the program? 
Do you believe there are any disadvantages involved in running the program? 
Do you believe there are any limitations to the program, and if so can you please 
briefly outline them? 
Section 4 - Other Information 
If there is any further information you believe is important about the program 
please outline it below.  
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Appendix C  
Drafted interview questions (guide for the researcher during focus group) 
Interview Questions 
 
1. How important do you think personal travel is for teachers as educators in an 
increasingly connected world? 
 
2. Do you have plans to, or would you like to visit Cambodia and South East 
Asia on a personal trip in the near future? 
  
3. Each of you has visited Cambodia a different number of times, were your 
visit(s) part of the immersion program or a separate trip?  
 
4. Participant Two, you mentioned that you are not a teacher but have worked for 
the college for 11 years. Can you give a brief description of your role in the 
school and in particular in relation to the Cambodia immersion program? 
 
5. In your earlier response you noted that 12 students from grade 11 attend each 
year.  
a. Why are grade 11 students chosen to take part in the program? 
b. Has there always been 12 students or has the program grown since it 
began, and if so when and why? 
c. Do you foresee the number of students that participate changing in the 
near future? 
 
6.  You mentioned that it is sometimes difficult when students who wish to 
participate miss out due to numbers. Are there alternate 
programs/opportunities on offer through the school for those students who are 
not selected? 
  
7. Can you outline the selection of students in some more detail?  
 
8. You outlined the preparation of the students and staff in the lead up to the 
immersion process and mentioned lunchtime and afterschool meetings. During 
these meetings how much time is allocated for organising the practicalities of 
the trips and how much time is allocated for preparing the students for the 
difference in culture they will experience?  
a. Have the preparation meetings always been structured in this way, or has 
the process evolved since the program began? 
 
9. Participant Two, you mentioned that you have a role in the selection and 
formation of groups for the immersion. Can you explain this process and any 
what factors you look for in the formation of groups? 
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10. Can you outline the role of school officers who attend the program (what is 
their role in the school for the rest of the year?). Do they have a teaching 
background? 
 
11. Participant Two, you stated that 2 staff go with each group of 6 students and 2 
staff organise from the ground, are those two staff permanently in Cambodia, 
or do they travel there before the immersion group to coordinate the visit? 
  
12. Can you tell me a little more about the two communities you visit, Salla 
Lavalla School, Takmau, Phnom Penh and Pailin in Battambang? 
  
13. When the group is in Cambodia, who is responsible for deciding and 
allocating the tasks you mentioned (teaching English, manual labour)? Is it 
School Two staff, people in the community or a joint decision?  
  
14. Reflection is an important factor in the immersion experience. Can you 
explain why you think this is important?  
 
15. The daily debrief is a big part of the immersion program, can you tell me a 
little more about how these are structured? Written / oral / group / personal 
  
16. You mentioned service learning and sense of service as benefits of the 
program. Can you briefly explain your understanding of what service learning 
is, and it’s importance in education? 
 
17. You mentioned that it is a challenge to combat some students’ view of their 
trip, how do you encourage the students to view the immersion as a learning 
opportunity for themselves; more so than a generous deed of volunteering to 
help in a developing country? 
  
18. You mentioned documentation and risk management procedures are critical, 
how much time is spent by school staff on this in preparation of an 
immersion? How many staff are responsible for the completion of these 
documents.  
 
19. How are previous trips taken into account when planning future trips? Are 
staff required or encouraged to provide feedback/suggestions?  
 
20. You mentioned the continuity of the program, what commitment does the 
school have to the immersion program? Is it renewed annually or is there a 
longer-term commitment made between the school and the Cambodian 
communities? 
 
21. You mentioned the students’ active participation upon return from the 
immersion. What expectations do you have of the students who participate 
after their immersion?  
a. Is this a reason you select grade 11 students, so they still have a year at 
school following their immersion? 
b. Are past students encouraged to assist in the preparation of new 
participants in the program? 
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22. Participant One, as the coordinator of the Mission Team at School Two, what 
do you feel is the perception of this particular program by the wider school 
community? Does that align with your own personal view? 
 
23. Have you received feedback from staff, parents or students about significant 
changes in the students that participate in the program? Has this opportunity 
been a starting point for the students involved to seek pathways they may have 
not otherwise explored? 
 
24. You mentioned that staff members attend for two years to ensure continuity of 
the program. Do you find that staff members are willing to continue to be 
involved after 2 years, or do you try to involve other staff? 
  
25. Participant Three, you mentioned links to the school curricula as a benefit of 
the program. Are there specific areas of the curriculum that you see as 
benefitting from the immersion, or is it a benefit in a broader sense of 
increased life experience for the students? 
 
26. The comparative cost of the immersion is a consideration you take into 
account. Can you elaborate further on this? Do you discuss this concern with 
the students involved? 
 
27. You are bringing with you to School Two experience from another school’s 
immersion program. Are there any notable differences you have observed 
between the programs being run in the two schools? 
 
28. Do you foresee, or would you like to see any changes to this program? 
 
29. Is it possible to receive a copy of any documentation about the program 
(parent information letters, newsletter articles, assembly presentations etc.)? 
 
30. Are you happy to be contacted via email following this interview should I 
have any questions about your responses today? 
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Appendix D 
Definitions and interview questions provided to participants of focus group 
Interview Questions  
My research is investigating programs that link students with Cambodia with a 
focus on four areas. To assist you during this interview I have provided definitions 
or additional information about each of these four areas for you to refer to during 
our discussion. 
 
Global Education  
"Global Education is a curriculum approach responsive to social, political 
and environmental contexts; participatory in focus; and concerned with social 
justice and human rights issues" (Dyer, 2010, p.  5). 
“At the heart of global education is the enabling of young Australians to 
participate in shaping a better, shared future as they are connected to the 
whole world by ties of culture, economics, politics, enhanced communication, 
travel and a shared environment (Curriculum Corporation, 2008, p.  2). 
 
 
Values Education 
A focus on values in education is evident in 4 of the 7 Australian Curriculum 
general capabilities;  
x critical and creative thinking,  
x personal and social capability,  
x ethical understanding, 
x intercultural understanding (ACARA, 2015) 
 
 
Australia’s Connection with Asia 
The ways in which Australia engages with Asia involves a focus on political, 
strategic, private enterprise, economic, and educational contexts. There has 
long been advocacy for Australia to engage with Asia in educational settings. 
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Intercultural Understanding  
(as defined by the Australian Curriculum) 
In the Australian Curriculum, students develop intercultural understanding as 
they learn to value their own cultures, languages and beliefs, and those of 
others. They come to understand how personal, group and national identities 
are shaped, and the variable and changing nature of culture. The capability 
involves students in learning about and engaging with diverse cultures in ways 
that recognise commonalities and differences, create connections with others 
and cultivate mutual respect. (ACARA, 2015) 
 
Questions to consider 
1. To what degree do you think your immersion program impacts upon 
students’ perceptions of themselves as global citizens? 
 
2. How important do you think it is for teachers to have a focus on values 
education in the current education context? 
a. How is this reflected in your school?  
b. How is this reflected in the program you have with Cambodia? 
 
3. In general do you think Australian teachers are well equipped to educate 
students and develop their intercultural understanding? 
 
4. How do you think your Cambodian Immersion program assists in the 
development of intercultural understanding? 
 
5. In what ways does your Cambodian Immersion program enhance students’ 
opportunity to connect with Asia?  
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Appendix E 
Mapping of interconnectedness of themes from data sources 
 
 
5
                                                 
 
5 Due to the interviews in School 2 being conducted in a focus group discussion the respon ses would 
have been mutually influencing and it is recognized that this may have impacted the frequency count 
for School 2 
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Appendix F 
Ethics Approval Email 
From: Research Ethics <ethicscontact@qut.edu.au> 
Date: 16 October 2014 11:23:41 am AEST 
To: Dr Elizabeth Curtis <e.curtis@qut.edu.au>, A/Prof Deborah Henderson 
<dj.henderson@qut.edu.au>, Ms Ailsa Gillett <am.gillett@student.qut.edu.au> 
Subject: Ethics Application Approval-- 1400000647 
Dear Dr Elizabeth Curtis and Ms Ailsa Gillett 
Project Title:  Connecting with Cambodia - How and why are Australian teachers 
connecting their students with Cambodian communities? 
 
Ethics Category: Human - Low Risk 
Approval Number: 1400000647 
Approved Until: 15/10/2015 (subject to receipt of satisfactory progress 
reports) 
 
We are pleased to advise that your application has been reviewed and confirmed as 
meeting the requirements of the National Statement on Ethical Conduct in Human 
Research. I can therefore confirm that your application is APPROVED. If you 
require a formal approval certificate please advise via reply email. 
 
CONDITIONS OF APPROVAL 
Please ensure you and all other team members read through and understand all 
UHREC conditions of approval prior to commencing any data collection:  
Standard: Please see attached or go to 
www.research.qut.edu.au/ethics/humans/stdconditions.jsp 
Specific: None apply  
 
Decisions related to low risk ethical review are subject to ratification at the next 
available UHREC meeting.  You will only be contacted again in relation to this 
matter if UHREC raises any additional questions or concerns. 
Whilst the data collection of your project has received QUT ethical clearance, the 
decision to commence and authority to commence may be dependent on factors 
beyond the remit of the QUT ethics review process. For example, your research 
may need ethics clearance from other organisations or permissions from other 
organisations to access staff. Therefore the proposed data collection should not 
commence until you have satisfied these requirements. 
 
Variations 
For variations, please complete and submit an online variation form at 
http://www.research.qut.edu.au/ethics/forms/hum/var/variation.jsp. You need a 
variation form for changes including, but not limited to research team members; 
participants; data collection instruments, methods and sites; participant information 
and consent processes; and timelines (extension).   
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Health and Safety Assessment 
If your research will be conducted off campus you will need to fill out a Health 
and Safety assessment and return it to Donna Gibson (donna.gibson@qut.edu.au). 
If you do not feel that your research requires this assessment please speak directly 
with Donna. 
 
Please don't hesitate to contact us if you have any queries. 
We wish you all the best with your research. 
 
Kind regards 
Janette Lamb on behalf of Chair UHREC 
Office of Research Ethics & Integrity 
Level 4   |   88 Musk Avenue   |   Kelvin Grove 
p: +61 7 3138 5123 
e: ethicscontact@qut.edu.au 
w: http://www.orei.qut.edu.au 
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Appendix G 
Information for Participants 
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Appendix H 
Consent for Participants 
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Appendix I 
Compare and Contrast Student Activity (School One) 
 
      (ADRA, 2015)   
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Appendix J 
Sample of Pen Pal Letters (School One)  
Letters from Australian students
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Letters from Cambodia Students 
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Appendix K 
‘CAMBODIA WEEK’ Activity & Fundraising Email and Poster (School One) 
 
 
 
 
